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ABSTRACT
An Exploratory Study of the Effectiveness of
Autobiographically-Based Counselor Development
(February, 1979)
Edward Deevy
B.A., St. Patricks College, Carlow, Eire
M.Ed., University of Massachusetts
Ed.D., University of Massachusetts
Directed by: Professor Ena Nuttall
The aim of this dissertation was to investigate and evaluate a
newly developed mode of counselor training known as Autobiographically-
Based Counselor Development.
An examination of the literature in the field of counselor edu-
cation reveals a trend away from traditional approaches that place heavy
emphasis on cognitative learnings and towards counselor training pro-
grams that are experiential in nature. The emphasis in these experien-
tial programs is on the student learning by doing. Research into the
effectiveness of counselor education programs suggests the appropriate-
ness of this trend.
In this thesis two divergent trends within the field or experi-
ential counselor training were noted. On the one hand are those pro-
grams designed to systematically teach specific counseling skills.
These methods center on teaching students to duplicate the response mode
of experts. This external learning procedure most often results in con-
trived behavior. The authors of these designs have reduced a very com-
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plex procedure into an unrealistically simple one. The major focus of
these methodologies is on technique, rather than on the person engaged
in training.
Most educators advocating experiential approaches fall within
the systematic skills training school. There are, however, a number of
educators who advocate experiential training but whose methods could
best be described as humanistic. These educators place emphasis on the
person of the student-in-training rather than on some systematic tech-
nology. There is a concern for the development of the potential within
the student. Counselor growth and development is viewed as an ongoing
process. Humanistic counselor educators endeavor to help the student
develop his natural helping skills. The mode of training investigated
in this study falls within this humanistic 'school.'
This study developed in a somewhat organic manner. The first
step was to design a training program that would incorporate basic
humanistic tenets on the nature of counselor growth and development.
This design involves three major sections of training. The first sec-
tion is designed to enable the student process learnings derived from
past experiences . The assiimption is that each student brings to train-
ing certain qualities and competencies for helping people. The model
was labeled Autobiographically-Based Counselor Development (ABCD) be-
cause of the focus on 'native' helping skills derived from experiences.
The second section of the training program is designed to help
the student integrate scientific or objective knowledge with learnings
derived from the world of immediate experience. The third section of
viii
the training program is designed to help the student develop the capa-
^ity for future growth and development.
The ABCD mode allows students to first explore their personal
makeup and then assimilate aspects of various established counseling
orientations that are in harmony with their own manner of relating. The
student is then the author/originator of his own counseling system.
Autobiographically-Based Counselor Development was implemented
at the University of Massachusetts during the Spring of 1978. Seventeen
sssional and lay people participated in a three—day workshop
entitled "Basic Helping Skills."
A variety of instruments were developed to conduct a formative
evaluation of the training curriculum. Curriculum-makers use formative
evaluation as a means of testing a new curriculum. The core of this
evaluation consisted of a series of instriiments specifically designed to
measure the extent to which training objectives were achieved in each of
the fourteen units of training. These instruments were also designed to
collect data on the strengths and weaknesses of training units. A num-
ber of instruments were also developed to measure the extent to which
the training program had affected the attitudes and self-awareness of
participants
.
The results of this study do not render a measure of proof in
terms of training outcome, however, the data collected do indicate
that students did come to value the basic tenets of the model. The en-
thusiasm and responsiveness of participants suggested that the focus on
'native' helping skills touched a responsive chord. Students emerged
IX
from this learning experience feeling validated and having a good sense
of their own idiosyncratic style of helping. The investigation provided
data for making needed modifications on the model.
In a time when humanistic approaches have come under criticism
for their lack of clear training procedures, the development of clear
and precise objectives, expressed in behavioral terms, seems an essen-
tial undertaking. it is hoped that this study represents a step towards
this end.
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CHAPTER I
INTRODUCTION
The purpose of this study is to address the problem of how we,
as counselor educators, can maximally train students to become effec-
tive counselors. In this introduction we will examine what qualities
constitute effective counseling, how one develops these capacities and
what in particular helps the counselor develop these capacities. This
introductory chapter will hopefully prepare the reader for a mode of
counselor education that I have developed. The main body of this
study will focus on the development and evaluation of this mode of
training
The training model presented in this dissertation is referred
to as Autobiographically-Based Counselor Development or simply the
ABCD approach. It is designed to help the student cultivate those
skills that are learned from experience. The word 'autobiographical'
is used because much of the student's learning about helping is con-
sidered as having been derived from 'just living.'
Effective Counseling
Since we are endeavoring to train counselors to become most
helpful, we must first consider the qualities "high-functioning"
counselors possess. Carl Rogers (1957) has described the "necessary
and sufficient" conditions for therapeutic change, as the therapist's
1
2ability to communicate to his client "emphatic understanding" and "un-
conditional positive regard" while being, himself, "congruent or
genuine" as a person. Charles Truax, Robert Carkhuff (1967) and their
associates have done extensive research to determine what qualities
effective counselors and psychotherapists possess and their findings
support Rogers's statement unequivocally.
Ruth Matarazzo (1971:900) cites the research findings of
Barrett-Lennard (1962)
, Feifel and Eells (1963)
,
Kamin and Coughlan
(1963), Gardner (1964), Strupp, Wallach, and Wagan (1964), Lorr (1965),
and Rice (1965) to reinforce the finding that "patients are unimpressed
with technique, but valued the warmth, helpfulness, and human charac-
teristics of the therapist." The findings also indicate that "thera-
pist warmth and accurate empathy have been related to such research-
based variables as depth of patient exploration and patient outcomes."
Effective counseling can therefore be defined as the counselor's
to deeply and emphatically understand the client in a respect-
ful manner, while remaining genuine as opposed to behaving according to
a prescribed role. Wh.en the counselor possesses these qualities, they
help him become effective for they seem to enable clients to explore
and understand themselves to a greater degree than previously attained.
Effective Counselor Education
If, then, the personal qualities that are necessary for effec-
tive counseling are accurate empathy, nonpossessive warmth, authenticity,
and the humaneness of the therapist, we need to carefully examine how
these qualities grow, and how they can be cultivated. There are
3training methodologies that have attempted to develop these and other
therapeutic conditions.
The Ideology of these systems deserves merit, for they have
shifted the emphasis in counselor education from theory and patient
psychodynamics to the actual experiencing by the student trainee. The
research available on the training of counselors has strongly indi-
cated the need for this change in focus.
A critique of four training strategies is given in Chapter II
of this dissertation. These experiential methodologies represent two
fundamentally different approaches to counselor education. One
school,' typified by the first two training methodologies reviewed,
place emphasis on technique. This school seems to place priority on
the learning of prejudged therapeutic behavior. I feel that this is a
serious mistake. To fully understand another human being is not a
simple process and it never will be. Man is wonderfully complex and
his behavior is for the most part unpredictable. These methodologies
reduce this intricate procedure to a degree of simplicity. The er-
roneous assumption is that if students exhibit the learned therapeutic
behavior they have then effectively incorporated the foregoing process
that produced the behavior. The awareness of what is happening inside
the counselor and also inside the client is missing. The foundation of
these training systems is technique, and the focus is on the mechanical,
I do not feel that empathy, warmth and authenticity emerge under these
circumstances. These trainers fail to recognize the natural capacities
that the student brings to his work as a counselor.
The second 'school' of experiential training methodologies.
4typified by the second two training methodologies reviewed in the next
chapter, focus on the student trainee as a person. The emphasis is on
the cultivation of the natural capacities which the student brings to
his work as a counselor. The instructor becomes a facilitator who
creates a climate where students can get in touch with their basic
assumptions and convictions about man and how he can be helped to learn
and grow. These methodologies view the student as the author/
originator of his own unique approach to counseling. In short, these
counselor educators see counselor education as a natural growth pro-
cess. They view the student as constantly in the process of becoming.
Autobiographically-Based Counselor Development
My approach to training counselors belongs to this second
'school.' I have labeled my approach "Autobiographically-Based
Counselor Development." For the sake of economy I will generally refer
to this mode of training as simply the ABCD approach. These letters
rather nicely suggest the starting point in this approach. It is my
belief that the student trainee must first get in touch with the basic
convictions and assumptions about people that they are bringing to each
situation and, furthermore, must examine the effectiveness or lack of
effectiveness of actions they base on these convictions and assumptions.
The ABCD approach is designed to help students make sense out of past
and present experiences. Autobiographically-Based Counselor Develop-
ment is primarily concerned with uniqueness, for it deals with discover-
ing and exploring the intrinsic nature of each student. Each trainee's
entire makeup is of the utmost importance. The counselor educator helps
5group members to become explicitly aware of their idiosyncratic manner
of relating, not placing major emphasis on the learning of techniques
but rather encouraging students to develop their own personal theory
of counseling. Out of this personal theory emerges a technique of
counseling. The goal is to help the student trainee formulate his own
basic convictions and assumptions about man, and how he can be helped
to learn and grow. The student discovers the basic 'ontology' that
provides the philosophic foundations for his work as a helper. The
study of autobiographical influences leads the counselor to a clearer
understanding of why he does the things he does as a counselor. It is
my assiraiption that this kind of self-awareness is necessary in order to
self-evaluate our work as counselors.
This training modality (ABCD) is designed to help the student
develop the natural capacity for making sense out of experience on an
ongoing basis. Central to this approach is the assumption that coun-
selor education is a growth process, and that ideally, learning should
continue 'from the cradle to the grave.' This methodology has four
main purposes: (1) to assist the student in exploring his assumptions
and convictions about the nature of man and how he can be helped to
learn and grow; (2) to examine the advantages and disadvantages of each
person's unique style in interpersonal relationships; (3) to assist the
student in developing the capacity to continually critique their own
constructs about helping; and (4) to integrate these aspects of various
established counseling orientations that lend clarity and depth to each
student's own personal system.
Many counselor educators have advocated that psychotherapists
6undergo therapy themselves. i feel that it is necessary that trainees
and counselor educators learn about themselves, their biases, condi-
tioning, and overall makeup. it is essential that they achieve a
degree of clarity inside themselves before they can truly see the
client or the student before them. Allan Wheelis (1957), using his own
life as data, has given us a rather good example of how the explora-
tion of autobiographical influences can shed light on one's personal
theory of counseling. This writer, in an attempt to achieve a degree
of clarity within himself, wrote a detailed autobiography (1977).
While I believe that the writing of autobiography is a good way to
'unearth' the origins of one's personal theory I should add that, as
a counselor educator, I would cautiously recommend this approach to
students. I know from experience the pain and anguish that can be in-
iu such an endeavor. The therapist who has been encouraged to
explore his own nature is more likely to emerge with a unique flowing
system that will enable him to encounter a client from the depths of
his own being. He is less likely to acquire surface skills that do not
express inner convictions. His counseling style is derived from the
inner core of his being for he is then truly emerging from within in-
stead of implementing an external process, and as such, he is better
prepared to assimilate aspects of the style and theories of other
counselors, without denying his own essence. The ABCD approach focuses
on the student and his life experiences, rather than on technique.
The Effective Counselor Educator
The ABCD approach requires of the educator the same qualities
7that are required of the effective counselor, namely emphatic under-
standing, positive regard, and genuineness. It seems reasonable to
assume that instructors who possess these qualities will enable their
students to experience similar benefits as those engendered by the
effective counselor in his clients. The counselor educator who does
not 'practice what he preaches' is not likely to be very effective.
The educator and the counselor both need to respect and attempt to
understand the student or client, while being authentic in the method-
ology they employ. Furthermore, it seems reasonable to expect that
the counselor educator, using this mode of training, would have a
clear idea of his own unique approach to counseling and some sense of
the autobiographical influences that went into the shaping of this
approach.
This dissertation examines a mode of counselor education that
is to a large extent an authentic product of autobiographical experi-
ences. The proposed mode of training was not arrived at by a series
of abstract reasonings but represents evolutionary growth and develop-
ment.
Evolution of the ABCD Mode of Training
VJriting the autobiography (1977) served to give a greater
appreciation of the autobiographical component of my counseling theory
This led to an exploration of the processes of learning and how these
processes affect the growth and development of counselors. An examine
tion of the lives of a number of psychologists suggested that their
formulations were influenced by social , cultural and environmental
8factors. The relationship of autobiographical experiences to my
personal theory of counseling was explored.
With some basic notions about the autobiographical nature of
counseling theory and practice, I then reviewed the state of the art
of counselor education.
This study developed in somewhat of an organic manner. Having
formulated my ideas on counselor growth and development my next step
was to design a curriculum that would incorporate these formulations.
Major features of this training design are described in Chapter III of
this dissertation.
The nucleus of this study centers around the implementation of
the ABCD approach in a training program for paraprofessionals and 'lay'
people at the University of Massachusetts during the Spring Semester of
1978. The methodology and implementation of this experimental training
program is described in Chapter IV of this dissertation. The training
procedure is thoroughly examined and the instruments used to measure
learning are described and examined. My research efforts were primarily
directed towards formative evaluation of the training design. Chapter
V contains a description of the data collected during the experimental
workshop and Chapter VI contains a discussion of the findings.
In short, this dissertation traces the development of the train-
ing curriculum and describes my efforts at evaluating its strengths and
weaknesses
.
Limitations of This Study
It has already been suggested in this chapter that the
9•necessary and sufficient' conditions provide a basis for studying
the effectiveness of counselor education programs. A number of edu-
cators have attempted to use these conditions as criteria for measur-
ing effectiveness. As this study evolved this researcher became in-
creasingly aware of the problems involved in this kind of endeavor.
Reference is made to these research difficulties in Chapter VI of this
dissertation. After consultation with members of the Dissertation Com-
mittee it was decided that this study would focus on an evaluation of
the training design itself. Since the curriculum was new and untested,
this seemed like an appropriate first step.
Use of Pronouns
In the first draft of this dissertation "he/she" was used
instead of the male pronoun. Readers found this usage awkward and
cumbersome. The traditional use of he and she has not yet been super-
ceded by convenient, generally accepted, pronouns that mean either he
or she. Therefore, I will continue to use the masculine but hereby
acknowledge the inherent inequity in doing so. In this study the male
pronoun is used as a generic word referring to both males and females.
CHAPTER II
review of the literature
Introduction
In this chapter, the literature relevant to this study is
summarized and critiqued. This chapter is divided into six principal
segments: (1) the state of the art of counselor education; (2) the
didactic-experiential training approach of Charles Truax and Robert
Carkhuff; (3) Allen Ivey's micro-counseling; (4) Carl Rogers's experi-
ential approach; (5) John Wideman's case method; and (6) a summary and
conclusions
.
I choose the methodologies of these psychologists because they
represent two rather distinct trends in the area of experiential coun-
selor education. The work of Truax, Carkhuff and Ivey represent a
trend towards short-term technical training with the emphasis on tech-
nique. The work of Rogers and Wideman represents a trend towards a
form of counselor education that puts emphasis on the development of
the students' natural capacities for helping. This critique of the
literature will reveal the fundamental difference between these ap-
proaches and should lead to a more indepth understanding of experien-
tial counselor education programs. One of the hazards of reviewing
literature is the fact that the reviewer, by judicious selection of
quotations, can read into the literature what he wants or expects to
find. In the case of the first three methodologies reviewed this
10
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danger is minimal. They are widely known within the profession because
of the extensive treatment they have gotten in the literature. In the
case of Wideman's case method this reviewer is in a position to consult
with the author for verification of his perceptions and interpretations.
If the reviewer is to bring some objectivity to the task of
reviewing the literature he must have some yardstick which he applies
to all the literature. In this review my yardstick will be the extent
to which these counselor trainers recognize the autobiographical compo-
nent of counselor growth and development. My assiomption is that the
student does not come to the training program as a tabula rasa ; his
basic assumptions and convictions about the nature of man, how he can
be helped to learn and grow, are to a large extent in place when he
walks into the first counseling class. Elsewhere (1977) I have de-
scribed these autobiographically derived convictions as the very bed-
rock, the ontological foundation, on which the training must be built.
Therefore I will be examining these training modalities from the per-
spective of an educator who believes in autobiographically-based
counselor education.
The State of the Art of Counselor Education
It is not necessary to specify all the findings verifying the
use of experiential modes of training counselors, for this task has
been accomplished elsewhere. I refer the reader to the reviews of
Farwell, Gamsky, and Mathieu-Coughlan (1974), Matarazzo, J. (1965),
Matarazzo, R. (1971), Truax and Carkhuff (1967), Truax and Mitchell
(1971) and Wideman (1970) for a detailed summary of their findings.
12
The works of these authors clearly establishes that trainees learn
more about the counseling process experientially through discovery than
through demonstration or lecture.
If we are to evaluate our training efforts in terms of client
benefits then we have reason to question traditional training modali-
ties. Eysenck (1952:324) in his controversial study concluded: "There
seems to be an inverse correlation between recovery and psychother-
* * • Levitt (1957)
,
in his study of the effectiveness of child
therapy, replicated Eysenck's findings. These researchers and others
have left us with lingering doubts about the effectiveness of the
psychotherapeutic process and, ipso facto
,
about the effectiveness of
counselor training programs.
The claims of different schools of therapy are questioned by
a ntunber of authors.
No one school or technique of therapy has demonstrated its
efficacy with all or even a significant number of patient
populations. Furthermore, much of the literature gives good
reason for doubting the usefulness of therapy in any specific
instance. If the cults of therapy have anything constructive
to offer, they must share common dimensions. Berenson and
Carkhuff (1967:1).
After an extensive review of the professional literature Beren-
son and Carkhuff (1967:7) flatly state that "there are no professional
training programs which have demonstrated their efficacy in terms of
a translation to constructive behavioral gains in clients."
In a recent evaluation of therapeutic outcomes it was found
that counseling and psychotherapy over the past forty years had an
average effect. "Our faith is that whatever is powerful in traditional
therapy resides in the work of a minority of practitioners" (Bergin
13
1971:263). I think that it is safe to say that the niajority of train-
ing methodologies have not been highly successful according to the
results of client-counselor Interactions. It appears that many pro-
grams tend to be theoretical, traditional and slow to change in the
necessary directions indicated by the current research (Livers 1974) .
Anthony, Gormally and Miller (1974) reaffirmed earlier find-
ings (Bergin and Soloman 1963, Carkhuff 1969, Paiget and Pierce 1968)
that showed no relationship between the academic measures that are
customarily advocated and various human relations skills
.
Shapiro and Gust (1974) have pointed to a particular weakness
of traditional training programs.
^^til recently
,
most counselors in training have received the
major portion of their education in a passive way, listening
to and reading about counseling theories, methods, and tech-
niques. Many have not seen a client until the last semester
of their master's work. The experience has often been spor-
adic, specific to one type of client, and/or lacking in effec-
tive supervision. Unprepared and ineffective counselors have
caused concern to the community agencies employing them. This
concern has led to an attempt to awaken the trainers of coun-
selors to the necessity for revising old training methods,
p. 198.
Goldin (1965) and Wright (1968) and his associates investigated
counselor perceptions to find that they were dissatisfied with their
professional training and desired a change in format. Edward Bordin
(1974)
,
reflecting on the importance of academic preparation for psycho-
logical counseling, had this to say:
There is no doubt in my mind that many clinical and counseling-
psychology programs, including a great many of those that
survive certifying review, have not represented serious efforts
to prepare students for practice. Too often they have retained
too much of the earlier theoretical and experimental tradition,
unchallenged and uninfluenced by the need to gear theory and
research to naturalistic ©vents which after all, is the goal
of all science that has not descended to the state of
scientism. (p. 79)
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The following comments by Dugald Arbuckle (1974) speak direct-
ly to the factors that contribute to this state of affairs:
Traditional university programs of all kinds tend to stress
the intellectual, the cognitive. The scholar is one who knows,
more than one who does, and the 'publish or perish' philosophy
IS generally interpreted to mean that advancement in a college
or university is more dependent on one's ability to write about
what he knows that his ability to communicate in some meaninq-
^1 fashion to students— i.e.
. to teach what he knows. Thus it
is not unreasonable that the traditional counselor-education
program tended to stress what one knew about people, the culture,
and behavior and change, and minimized the place of the counse-
effecting change in the behavior of the individual.
There was maximum stress on what the student—counselor knew
about the client, minimum stress on what he knew about himself
. . . There was a stress on understanding the theory of
counseling, rather than on the ability to practice counseling.
In a sense, an experience was provided for the student coun-
selor that was quite contrary to the experience he was sup-
posedly learning to provide for future clients ... If some
of the evidence is correct, it would at least seem possible
that counselor-educators are educating student-counselors in
unverified ways to have unknown effects on clients. (p. 167)
A number of psychologists, including the four who are reviewed
in detail in this chapter, have responded to the challenge of Eysenk
and Levitt by developing experiential counselor training programs.
Before going on to discuss these experiential approaches I would like
to point out that there are some real limitations in evaluating studies
of these programs. One problem is that any measure of the effective-
ness of counseling itself must be related to the purposes of counseling
as they are perceived by the counselor. Secondly, variables can never
be completely accounted for:
There have been scores, probably hundreds of studies, for
example, on the effects of various 'kinds' of counseling, on
the questionable assumption that one could actually isolate
15
as a precise measurable variable, such a thing as 'client-
centered counseling,' or 'rational counseling,' or
•vocational counseling,' or ' trait-and- factor theory ap-
proach,' and so on ... in a somewhat curious contradic-
tion, we insist as counselors on the uniqueness of thehuman individual, and yet, in our research, we seem to find
no difficulty in lumping him as one of many faceless members
of a group. (Arbuckle, 1975:189)
Counselor training cannot be evaluated in the same way as the
physical sciences. Empirical studies have their limitations. Mindful
of the fact that training cannot take place in the laboratory, there
remains a considerable body of research indicating that experiential
systems of training counselors or therapists are more successful than
the traditional formal approaches that concentrate on theory and patient
psychodynamics.
An abundance of studies have been conducted by Carkhuff, Truax
and their colleagues. The basis of these experiments was the discovery
by Carl Rogers (1951) that the "necessary and sufficient" conditions for
patient therapeutic change are the therapist's ability to communicate
emphatic understanding and unconditional positive regard for the client,
while being himself a congruent or genuine person in the relationship.
Rogers conducted many research studies at the University of Chicago
Counseling Center (1951, 1954, 1957, 1958) which supported his initial
finding. Rogers later conducted a five year study (1967) with hos-
pitalized schizophrenics that clearly indicated that clients showed
significant positive behavior change with therapists that offered high
levels of positive regard, genuineness and accurate emphatic understand-
ing. The importance of these characteristics were further confirmed
by the work of other researchers.
16
Van der Veer (1970) found that hospitalized schizophrenic
clients who perceived their therapists as providing the "necessary"
conditions showed greater positive improvement than clients who per-
ceived therapists as providing lower conditions. A study by Dittos
(1957) showed that there are marked physiological changes in clients
as a result of changes in the therapist's attitude. Truax and Mitchell
(1971) thoroughly analyzed the research on the effectiveness of
psychotherapy and the following passage summarizes their conclusions.
These studies taken together suggest that therapists or coun-
selors who are accurately emphatic, nonpossessively warm in
attitude, and genuine, are indeed effective. Also, these
findings seem to hold with a wide variety of therapists and
counselors, regardless of their training or theoretical orien-
tation, and with a wide variety of clients or patients, includ-
ing college underachievers, juvenile delinquents, hospitalized
schizophrenics, college counselees, mild to severe outpatient
neurotics, and the mixed variety of hospitalized patients.
Further, the evidence suggests that these findings hold in a
variety of therapeutic contents and in both individual and
group psychotherapy or counseling. (p. 310)
In two rece.At interviews Carl Rogers has stressed the need
experiential training for counselors and psychologists and has ex-
pressed the opinion that universities exercise a constrictive influence
on innovation and open inquiry (Bergin and Strupp 1972, Evans 1975).
In accordance with the urgent pleas of Rogers (1965) in his
passionate statement on graduate education in psychology, programs
have been established that emphasize experiential learning in the
training of counselors. The psychologists whose methodologies are
^
-
critiqued later in this chapters are pioneers in this endeavor. There
are numerous studies claiming that within short periods of time, teach-
ing programs with heavy experiential emphasis focusing on the trainee s
;
4>s/vtKi
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own constructive development can produce effective counselors as
measured by the Carkhuff-Truax scale (Truax and Carkhuff 1967, Truax,
Carkhuff and Douds 1964). Experiential training of this type per-
mitted substantial increases in counselor effectiveness after a
twenty-five hour program. This was true of prospective undergraduate
dormitory counselors (Berenson, Carkhuff and Myrus 1966) and experi-
enced guidance counselors (Martin and Carkhuff 1967)
.
interesting to note that one area where researchers have
vigorously and rigorously sought to access the translation of their
training efforts in terms of client benefits is the area of lay
counselor training, many of the programs of which have been built
around a central core of facilitative conditions of empathy, positive
regard, and congruence (Carkhuff and Truax 1965, Truax and Carkhuff
1964) and all of which have striven primarily to enable trainees to
become their most facilitative selves. Here the evidence is extensive
that lay trainees demonstrate counseling outcomes at least as con-
structive as their training supervisors or professional practitioners
in general. A report by Rusk (1972) indicates the increased use of
paraprofessionals in mental health positions that were previously only
occupied by highly skilled professionals. Golan and Magoon (1966)
concluded from an experiment with paraprofessionals functioning as
school counselors, that psychotherapeutic services can be provided in
a school setting by carefully selected and trained individuals who do
not need professional degrees.
There are increased indications that non-professional drug
counselors are as effective or more effective than professionally
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trained psychologists (Munns, Geis and Bullington 1972).
This parallels the general trend in the United States towardputting fo^rmal educational qualifications in a more realistic
perspective and giving recognition and credit for the indi-
vidual's experience; there has been a proliferation of para-professionals in many of the service and helping professions
associated with drug treatment, education and prevention
programs. (Waldorf 1973:16)
Patterson (1968:23) suggests that psychologists may abandon the
practice of counseling and psychotherapy because "it is below the
professional dignity of a psychologist with a doctorate to engage in
something which can be done just as well by someone with a bachelor's
degree, or perhaps even less." Carkhuff and Berenson (1967) also ques-
tion the need for doctoral level training in order to practice psycho-
therapy.
II
It should be noted that all experiential training programs do
/ Inot recognize the experience that the trainee brings to the training
I
I
iprocess. The critique of methodologies that follows will clearly indi-
cate that some experientially oriented counselor educators start with
teaching "the basics" with little or no recognition or appreciation of
what the student brings to the classroom. Wideman (1970)
,
in un-
characteristic strong words, addresses the approach of these educators.
Because of its relevance to this study the passage is quoted in full.
Some educators attempt to simplify the task by disregarding
the complex variety of assumptions, competencies, and styles
of learning which students bring to the program. They assume
that the student brings little or nothing with them in the
way of characteristics and competencies which are necessary
for effective counseling, and they start from scratch or "the
basics. " Khleif describes this as "The Paris Island Model" of
training. In this model the trainees are first "homogenized"
and addressed both implicitly and explicitly as though they
possess none of the qualities or competencies required in the
task for which they are being trained . The trainer expects
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to make the trainee competent through his rigorous and
systematic training program. Such a program is indeed easierop an, but the costs in terms of competence, effectiveness,
and real efficiency turn out to be rather monstrous. It may
well be that instead of trying to oversimplify and deny thegreat variety in the resources which the students bring withthem, we might be able to find ways to utilize these resourcesin efficient and effective ways. (p. 267)
It is clear that some counselor educators see themselves as
’trainers" or "teachers" rather than as facilitators who help students
to learn and grow. Berenson and Carkhuff (1967), in stressing the need
for the student to build on their experiences have this to say:
In order to have a truly therapeutic effect upon another
individual the counselor must have a profound depth of
understanding of his own fully experienced personal needs
and conflicts so that they do not intrude in a deleterious
manner. Above all, he must trust his own motives. The
counselor must trust his own experience, for in the end
that he has to offer the client is 100 percent of his
own experience. (p. 5)
Wideman (1970) has coined the expression "Authority of Experi-
ence" to denote the kind of counselor education program that places the
student's personal experiences ahead of any formal instruction in
counseling. Rollo May (1958) has drawn attention to the fact that
Freud, Neitzsche and Kierkegaard had one thing in common; namely, all
three of them based their knowledge and theories chiefly on an analysis
of themselves. Rogers (1942) points out that his formulations about
the "necessary and sufficient" conditions were derived out of his own
experience as a therapist.
In a recent interview with Gilbert Wrenn, reflecting on forty
years' work as a counselor educator, he had this to say.:
I just think, you see, that people are pretty much the persons
they are going to be when they get to graduate school . We
hone them a little finer, we take off a rough edge of two, we
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change their concepts, but we don't fundamentally change thepersons that they already are. (Wachowiak and Aubrey 1976:
Wrenn, recognizing the role of autobiographical experiences in
shaping the future counselor, goes on to suggest that the faculty of
graduate training programs devote more energy to the selection of
students who have the natural capacity for counseling.
Gordon Allport (1955:55) has the autobiographical component
in mind when he says
:
The outlines of a needed psychology of becoming can be dis-
cerned by looking within ourselves; for it is knowledge of
our own uniqueness that supplies the first, and probably the
best hints in acquiring orderly knowledge of others.
Our review of the state of the art of counselor education leads
us to the conclusion that traditional training modalities based on
cognitive learnings have not proven to be very effective. Research
seems to support the movement towards experiential training programs
^uilt around a central core of facilitative conditions. We are now
ready to explore the literature on four experiential approaches
. This
search will give us a clearer understanding of two distinct trends
in the field of experiential counselor education.
The Didactic-Experiential Training Approach
The team of Truax and Carkhuff made extensive contributions to
the field of counselor education. After analysis of a vast amount of
research they concluded that there are there "primary factors" or thera-
peutic conditions which, regardless of the theoretical orientation of
the therapist, are found to contribute significantly more to client
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benefits and gains than any other variables. These conditions are
emphatic understanding, unconditional positive regard, and genuineness.
In general, the methodology in question can be understood as
an approach to training in counseling and psychotherapy which supposed-
ly integrates the didactic-intellectual approach, which emphasizes the
shaping of therapist behavior, with the experiential approach, which
focuses upon therapist development and emotional growth (Carkhuff and
Truax 1965:333-336). The sequential units of the training program have
been summarized by Matarazzo (1971:901).
1. Students were given an extensive reading list followed by
a "theory" examination.
2. They completed twenty-five hours time listening to taped
individual and group psychotherapy sessions to increase their respon-
sive repertoire.
3. They rated excerpts from these tapes on the scales of
"Accurate Empathy," "Nonpossessive Warmth" and "Genuineness." Some of
the excerpts had already been rated by "experts," so that the student
could obtain feedback (consensual validation) in the accuracy of his
ratings
.
4. They practiced making responses to tape recorded patient
statements (especially empathetic responses) . This was done in a
group, competitively, and students were called upon randomly to assure
vigilance and develop facility in verbalizing as well as in understand-
ing. Training in warmth of tone was added as soon as empathy level
was satisfactory.
5. Outside of class, pairs of students alternated playing
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therapist" and "patient" roles in sessions that were recorded and
brought to supervisory sessions. Parts of the tape were played back
and rated on the therapeutic conditions scales by the supervisor and
trainees, as a group, providing feedback for the individual student-
therapist.
6. After achieving minimal levels of therapeutic conditions,
the students had single interviews with real patients, with the goal
of establishing "a good therapeutic relationship" and facilitating deep
self-exploration. The interviews were tape recorded and samples were
played back for rating by the student, his peers and the supervisor,
to promote the student's learning of what specific behaviors contributed
to or detracted from his therapeutic relationship.
• After the students achieved minimal levels of therapeutic
conditions in single interviews, patients were assigned for continuing
therapy. Sessions were tape recorded, and periodic samples were
evaluated in the supervisory session.
8. On the sixth week of the program, quasi-group therapy was
initiated with the students, who met for two-hour sessions once a
week.
Truax and Carkhuff (1967) endeavored to devise a counselor
education program based on "an integration of the didactic and experi-
ential approaches to training." The rating scales are used didactic-
ally to train students in the perception and communication of empathy,
regard, and congruence. And "quasi-group therapy" experiences are pro-
vided "to give trainees experiential meaning for the role of the
therapist by their own participation as clients . . . and to provide an
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opportunity for self-exploration of their own goals, values and
experiences in relation to their emerging role as a counselor" (p,
273) .
The research indicates that to a major degree the facilitative
or retarding effects of human interactions can be accounted for by a
core of dimensions which are supposedly part of all human processes.
These core dimensions are synonymous with the "necessary and sufficient"
conditions detailed by Rogers and appear, as we have seen (Truax and
Mitchell 1971), to be independent of any theoretical orientation.
Wideman (1970) refers to these conditions as "primary components."
The facilitative conditions have been operationally defined and
integrated into five-point rating scales in order to assess the thera-
peutic communication of student-counselors (Truax and Carkhuff 1967,
Carkhuff and Berenson 1967, Carkhuff 1969)
.
On the five-point scales, level 3 is defined as the minimally
facilitative level of interpersonal functioning. At level 3 of the
empathetic understanding scale for instance, the counselor responds to
the client but is not aware of who the client is or of what the client
is really like underneath. At level 5, the counselor responds with
full awareness of the client and has a comprehensive and accurate
empathetic understanding of the client's deepest feelings. "At a low
level of accurate empathy the therapist may go off on a tangent of his
own or may misinterpret what the patient is feeling" (Truax and Carkhuff
1967:46)
.
Respect or positive regard in the therapeutic relationship is
defined as the counselor's communication of a positive respect or concern
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for the client's feelings, experiences and potentials. Levels below 3
are characterized by a lack of respect or negative regard.
Therapist genuineness is defined as minimally facilitative
levels as counselors providing no discrepancies between what they
verbalize and what other cues indicate they are feeling, while also
providing no positive cues to indicate really genuine responses to the
client. At level 5, counselor's expressions indicate that they are
freely and deeply themselves in their relationships with their clients;
they are completely spontaneous in their interactions and are open to
diverse experiences. The crucial importance of this dimension is ex-
P^sssed by Carkhuff and Berenson: "If there can be no authenticity in
therapy, then there can be no authenticity in life" (1967:29).
It is felt that effective people can be recognized by the
<3uality of the responses they emit (Carkhuff 1972) . Individuals in the
general public, when in the helping role, supposedly function midway
between levels 1 and 2 (Martin and Carkhuff 1967) . It has been shown
that college freshmen function at levels of facilitative dimensions
similar to the levels of the general public (Carkhuff, Piaget and
Pierce 1968)
,
while senior psychology and education majors function
almost at level 2 (Piaget, Berenson and Carkhuff 1967) . Graduate stu-
dents in the helping professions enter graduate school functioning
slightly higher than level 2 and apparently their ability to communi-
cate effectively decreases over the course of their training (Carkhuff,
Kratochvil and Friel 1968)
.
When we look at the data, we find that while there are no
training programs which have demonstrated their efficacy in
terms of a translation to client benefits, there is a
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suggestion that on those dimensions related to constructive
client change or gain, the trainees deteriorate in function-ing. (Carkhuff and Berenson 1967:14)
It follows then, that the goal of this training approach is
to develop individuals who can communicate the core dimensions at
maximal levels. Truax and Carkhuff (1967:239) are of the opinion that
experiential schools can become more effective by realizing the po-
tential value of controlling student behavior, and the didactic school
of thought can increase its efficiency by offering the student facili-
tative conditions during training. The communication of emphatic un-
derstanding
,
respect and genuineness are considered to be essential
therapeutic skills that can be learned through this integrated training
mode which emphasizes learning theory principles, and the content of
the student-supervisor relationship.
Since the training of a therapist involves constructive changes
in interpersonal skills, the supervisor should provide him with
empathic understanding and nonpossessive warmth in a relation-
ship characterized by transparency and genuineness. But train-
ing can offer more than just the conditions and a 'role model.'
The trainee can learn to implement accurate empathic
understanding, nonpossessive warmth and genuineness in much the
same way that people learn to drive a car or play bridge. It
may be more demanding, much more complicated, and involve more
of himself, but the process of learning is similar. He can be
told concretely and specifically some things to do or try; he
can be told some things not to do . He can be given practice
in role-playing just as the beginning motoring makes a 'dry run'
with the engine turned off or the beginning bridge player is
dealt a trial hand with the cards face up. He can observe
experienced therapists and build up a storehouse of things he
might do or say
,
just as the beginning motorist sits next to the
driver and watches
,
or the beginning bridge player observes and
asks questions. The trainee's role-playing can be interrupted
moment-by-moment to tell him what he is doing right and wrong .
Finally, he can learn from his own experience of success and
failure and develop his own unique style, so that his skill
becomes truly a part of himself and no longer a mere mechanical
technique . (Truax and Carkhuff 1967:239)
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It is felt that the student-counselor can only rise to the
facilitative level of the trainer (Carkhuff 1969)
. The success of the
training process is dependent on the behavior of the instructor and on
the atmosphere that is subsequently established as a result of this
behavior. "The trainer must be whole or in the process of becoming
whole, for his limitations place limitations on the growth and de-
velopment of the trainee and his fullness makes wholeness possible in
(Carkhuff and Berenson 1967:205) . The educator is viewed
as an individual who presents viable alternatives to students and is
expected to respect the student's individuality and freedom of choice.
While the teacher has not simply an opportunity but also a
responsibility to expose the student in depth to his own
orientation, education is seen as just that, exposure rather
than indoctrination. We must leave him his most facilitative
self—but himself—not our ghost emulating a set of our tech-
niques. . . . The happiest circumstance that I could image
in counseling training at this point in our development would
be for some trainees to evolve favorably disposed toward
behavior therapy, some to psychoanalytic and some, client-
centered with each open to the contribution of the other
approach and all taking part in a concerted effort to improve
the efficacy of the counseling process. (Carkhuff 1967:15)
There has been an abundance of research conducted by Carkhuff
and his colleagues to evaluate the worth of the didactic-experiential
method. In general, the results of the studies indicate that diverse
groups of individuals trained in this intensive program do develop
counseling relationships characterized by levels of the facilitative
conditions that approximate or exceed those of professional counselors
and psychotherapists (Truax and Carkhuff 1967 , Carkhuff and Berenson
1967, Carkhuff 1969).
Truax and Carkhuff (1964,1967) have found the rating scales
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previously described, to consistently measure the degree to which the
core dimensions are present in therapeutic relationships, and have
found these scales to correlate positively with client improvement as
measured by standard psychological tests.
In an examination of this "evidence" Gormally and Hill (1974:
539) cite numerous research studies that conjointly question the valid-
ity of the massive, complex and diffuse body of literature" accumulated
by Carkhuff and his associates.
One of the common sources of measurement adopted to measure the
teaching design in question is the use of written responses to stimulus
statements or audiotaped statements.
Schroeder
,
Hill, Gormally and Anthony (1973) found that student
counselors learn to write characteristic correct emphatic responses
^fter six hours of training. Greenberg (1968) discovered that written
and oral responses to client stimuli do not correlate, in general, with
responses of counselors to live clients. In short, the data derived
from this source of measurement are of questionable value.
The most used measuring device by the Carkhuff group are the
rating scales devised to measure empathy, respect and genuineness. In
general, studies attempting to evaluate the validity of these scales
have led to inconclusive results. McWhirter (1973) reasoned that the
value of objective judges were minimal, for they seemed to have little
knowledge of the counseling relationship. Krutz and Grummon (1972) un-
covered the only relationship that correlated with outcome of counsel-
ing, that being the client's perception of the degree of empathy offered
by the counselor. Overlooked by most researchers is the fact that the
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scales are extremely vague, making precise differentiation of the
different levels very difficult. After rating one hundred tapes as
part of a research team I concluded that data provided by this mea-
surement device was of questionable value. Efforts to establish a
relationship between training of the student-counselor and client
improvement have not been decisive. It is reasonable to question the
consistent positive results the scales have rendered, especially con-
sidering that the majority of the research was conducted by individuals
who support the methodology being investigated.
Carkhuff and Truax have designed a training program that gives
little or no recognition to the autobiographical component of
counselor growth and development. They appear to have taken forms
derived from other experiences and imposed them on the ongoing learn-
ing experiences of students to "shape" the students' professional
knowledge. They imply that students can derive all their understand-
ing of empathy, warmth, respect and genuineness from the "cognitive
learnings" and "use of research scales and theoretic writings" pre-
scribed by the program. Not only does it imply that they are devoid
of such qualities and incapable of learning from living, but it also
implies that man in general can be expected to be devoid of these
qualities. There seems to be a clear contradiction between the writing
of Truax and Carkhuff and the kind of program they have designed. For
instance; they assert that "the therapist who is unable to experience,
recognize and develop constructs and directions from his own experience
will be severely limited in enabling others to do so" (1967:283). H<
ever, they design a program that has no provision for the student to
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develop his own constructs out of his own experience. They suggest
that the trainee can learn emphatic understanding, nonpossessive
warmth and genuineness "in much the same way as people learn to drive
a car (1967:239). The role of the trainer in shaping and controlling
the student is "to tell him what he is doing right and wrong" (Truax
and Carkhuff 1967:239).
Truax and Carkhuff (1967) have described their methodology as
"toward an integration of the didactic and experiential approaches to
training in counseling." They have failed to achieve this "integra-
tion. It is in fact a behavioral design that shapes and conditions
human behavior.
The work of Carkhuff and Truax seems to fall within what All-
(1955) describes as the Lockean tradition in American psychology.
Their approach is pragmatic. Their efforts to reduce counselor educa-
tion to a few easy steps is certainly commendable. However, they seem
to have oversimplified hiiman interactions. Rogers derived the "neces-
sary and sufficient" conditions out of autobiographical experience and
these conditions were translated into his work as an educator. In
borrowing these constructs, Truax and Carkhuff do not seem to have
succeeded in integrating these conditions into their work as counselor
educators. They lack a coherent appreciation of what is involved in
these constructs.
Truax and Carkhuff seem to view the student coming to the
training program as a tabula rasa ; the assumption that all learning
regarding empathy, respect, and genuineness will be derived from drill
with the research scales and the models provided by the instructor
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implies a rather complete disregard for all the students have already
learned and will continue to learn from living.
The effectiveness of any methodology depends to a large extent
on the way it is used by the educator. A sensitive educator could use
the methodology in question in such a way as to respect and honor the
unique attributes of each student.
I hope that my negative comments will not indicate to the reader
a lack of respect or appreciation for the work of these men. Charles
Truax and Robert Carkhuff have made a remarkable contribution to the
profession.
Allen Ivey's "Microcounseling"
Ivey's "microcounseling" methodology represents an attempt to
identify and teach desirable counselor actions by breaking down what
had "previously been considered very complex behaviors into an increas-
ing number of discrete, identifiable behaviors" (1971:34). The system
is viewed primarily as an effective training modality with beginning
counselors, but is also recommended as a therapeutic tool for helping
clients acquire more effective interpersonal skills.
The concept of microcounseling originated at Colorado State
University in 1966 when a group of researchers (Ivey, Normington,
Miller, Morrill and Haase 1968) attempted to identify specific behaviors
of the counseling process. The reason for isolating facilitative be-
haviors is the belief that if the trainee can learn one skill of
helping and learn it well, this would be a more effective procedure
than traditional methods which supposedly teach therapeutic skills in a
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mystical fashion (Ivey 1973)
.
This technique was named 'microcounseling' because in anygiven training session, the trainee is only taught one par-
ticular skill and is asked to practice that behavior as many
times as possible in a short five to ten minute practice
interview situation. (Moreland, Ivey and Phillips 1973:2)
A recent description of the steps composing the standard
microcounseling paradigm is represented below:
1. Videotaping a five-minute counseling session between a
volunteer client and the trainee. The client may be either a student
volunteer or an actual client.
2. Training, including (a) written or programmed text describ-
ing detail the single skill being taught, (b) video models of an expert
interviewer demonstrating the skill, (c) video feedback in which the
trainee sees his first session, and (d) supervisory participation.
3. A second five-minute videotaped counseling session.
4. Examining the second five-minute session and/or recycling
the entire procedure as in step 2, depending on the skill level of
the trainee. The time period for one trainee is approximately one hour
for a counsel-training-recounsel session. Another cycle adds another
30 to 40 minutes to the process (Ivey 1974:173).
Twelve specific skills are singled out for major attention in
microcounseling. Counseling is divided into: (a) skills of the begin-
ning counselor (attending behavior, open-ended questions, minimal en-
couragement); (b) listening skills (reflection of feeling, paraphrasing,
summarizing); (c) sharing skills (expression of feeling, interpretation
of test scores, direct mutual communication); and (d) interpretation
skills. Of these, the most fundamental to Ivey and his colleagues is
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what they call "attending behavior." It was the first skill to be
Identified by the Ivey research team, and it is regarded as the under-
lying construct of their design (Ivey 1971:35). They observed that
people talk about what is attended to and that the communication of
attentiveness is a potent reinforcer in human relationships.
Good attending behavior demonstrates to the client "that you
respect him as a person and that you are interested in what he has to
say" (Ivey 1971:149). It is supposed that by such behavior the
client's self-respect is enhanced, a secure atmosphere is established,
free expression of whatever is on the client's mind is
facilitated. It is also claimed that attending behavior—eye contact,
physical attentiveness, verbal attention—aids in the development of
natural empathy in the counselor and is the equivalent of what most
counselors would call warmth.
Ivey believes in the importance of the "necessary conditions"
of empathy, respect, warmth and genuineness. He does not believe, how-
ever, that these conditions can be taught because they are not directly
observable behaviors; he rather believes in the teaching of behaviorally
defined skills that will help develop empathy and warmth. He suggests
that a counselor who is attending to a client, the counselor is most
likely being warm and empathetic (Ivey 1973)
.
He views microcounseling as an effort to unite the important
facilitative conditions maintained by Truax and Carkhuff (1967) with
the current demands for directly observable behaviors and accounta-
bility (Ivey 1974:172). The assumption is that by identifying and
teaching particular behavioral skills the core conditions will evolve
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(Gluckstern 1973) . Ivey criticizes traditional approaches to counsel-
ing and psychotherapy because "they simply don't deliver" (Ivey 1973;
111)
. He feels there is sufficient evidence indicating that behavior-
al models are useful, and he points out that Skinner has used operant
methods to control the behavior of individuals for their own benefit
and that of others (Ivey and Rollin 1972).
The counselor, acting as a powerful modeling and reinforcing
agent, is able to predict client response within the microcounseling
framework.
A rather simple dimension for production is used. If a
counselor asks an open-ended question oriented to affect
(e.g.
,
'How do you feel about yourself right now?'), it may
be predicted that the client will respond with affectively
loaded words regarding the state of his feelings. If the
question were close-ended (e.g., 'Do you feel sad about
things right now?'), it would be predicted that the client
on a statistical average would talk for a shorter time and
perhaps give a yes or no answer. (Ivey 1974:176)
This quantitative structural analysis is used to help identify and
increase awareness of the counselor's behavior.
The framework detailed above is seen as a general system for
teaching virtually any counseling or interviewing skill (Ivey 1971:74),
Each behavioral component is defined in observable terms to clarify its
nature, and is sxibsequently taught to students-in-training. For
instance.
. . . instead of teaching undefinable empathy and respect,
trainees are simply taught to reinforce emotional components
of the other person's verbal and non-verbal behavior. For
the clinical trainer, teaching beginning therapists to listen
for feelings is a time consuming and frustrating process.
Most trainees within microcounseling reach beginning levels
of proficiency within a two-hour time span. (Ivey 1973:5)
Despite his apparent reductionist philosophy, Ivey (1974) has admitted
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recently that thus far it has not been possible to uncover everything
that takes place in a counseling session through objective behavioral
analysis
.
Microcounseling techniques have been researched extensively to
the value of this systematic approach to teaching counseling
and psychotherapeutic skills to counselor and a variety of other popu-
lations. The research to date indicates that the method does produce
almost immediate changes in trainee behavior, although changes will not
last unless the skills are continually practiced. In the initial
study (Ivey, Normington, Miller, Morrill and Haasa 1968) students who
had received five hours of training in attentiveness, accurate reflec-
tion and summarization of feeling showed significant increases in these
skills according to client ratings and the ratings of two judges. Simi-
lar results were attained with clinical psychologists (Phillips, More-
land and Ivey 1971) and medical students (Moreland 1971)
.
The degree of difficulty in mastering these skills is apparently
minimal for they have also been successfully taught to paraprofessional
counselors (Haase and DiMattia 1970)
,
parents as peer drug counselors
(Gluckstern 1973)
,
and junior high school students (Aldridge 1971)
.
Counseling and communication skills have also been successfully taught
to psychiatric patients in an effort to "demystify" the counseling
process (Ivey 1973)
.
There are individuals, however, who have not responded favor-
ably to microcounseling. These individuals have been referred to by
Ivey (1973:315) as having a "humanistic bent" or those that view the
mechanical technology" (Ivey 1974:181), wholearning of skills as
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"avoid these techniques which might help because of a 'feeling' that
they might 'dehumanize' the client" (Ivey 1973:112). Perhaps these
resisters sense some of the incongruent elements of microcounseling
and humanists, indeed, would seem to resent their affective states
being reduced and equated with "discrete observable behaviors" (Ivey
1971:34)
.
Ivey, in his eagerness to create new training methods and to
demystify" psychotherapy has built a methodology based on some ques-
tionable assumptions. A person can practice attending behaviors for
hundreds of hours but there is no guarantee that this will result in
genuineness in the relationship with the client. This reviewer is
convinced, based on personal observation of microtrained students, that
this methodology militates against genuineness and authenticity on the
part of the counselor. Students take on an artificial facade that
tends to conceal the 'naturalness' of the counselor. It seems reason-
able to conclude that clients would quickly recognize the artificiality
of the counselor's response. Like Carkhuff and Truax, Ivey treats the
student as a tabula rasa who needs to be drilled in "the basics" of
relating with others.
Ivey believes in the importance of the "necessary conditions"
of empathy, respect, warmth and genuineness. He does not believe, how-
ever, that these conditions can be taught because they are not directly
observable behaviors: he rather believes in the teaching of behaviorally
defined skills that will help develop empathy and warmth. He suggests
that if a counselor is attending to a client, the counselor is most
likely being warm and empathic (Ivey 1973) . The assumption is that by
36
identifying and teaching behavioral skills the core conditions will
evolve (Gluckstern 1973). I believe it is rather questionable to assume
that the student will acquire the "necessary and sufficient conditions"
by practicing microcounseling behaviors over a two week 'crash' work-
shop. Perhaps Ivey (1973) gives us the key to his approach when he
says that "teaching beginning therapists to listen for feelings is a
time consuming and frustrating process" (5) . Microcounseling repre-
sents an attempt to produce 'instant' counselors while avoiding a "time
consuming and frustrating process." Ivey suggests that systematic be-
havioral approaches to training can be threatening to many professionals
because
:
The successful but insecure professional can be left uneasily
questioning where he should go next. If his skills can be
transferred to others so easily, he has in effect taught him-
self out of a job. (Ivey 1972:2)
Perhaps the ultimate danger is that this methodology can seduce
the inexperienced and unsuspecting student with its promise of easily
acquired counseling skills. In a society that values 'instant' solutions
a system that guarantees 'instant' counselors could have a dangerous
appeal. Like Carkhuff and Truax, Ivey follows in the Lockean tradition
of American psychology. His pragmatic approach fails to recognize that
man is a complicated creature whose behavior is largely unpredictable.
His attempts to reduce the counselor's relationship with the client to
"discrete observable behaviors" represents an empirical approach that
fails to recognize the mystery of man.
Microcounseling creates false expectations on the part of the
student. Students may end up with unfounded assumptions about their
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to help others. The fact that someone can expertly imitate
the individual performing on the tape is no guarantee that he has what
it takes to enter the inner world of the client. It is my opinion that
the knowledge of people required for effective therapy is largely
learned from living and experiencing. Eye-contact and verbal attentive-
ness need not add up to the real thing. It would seem that this method
runs the risk of breeding counselors who imitate respect, empathy and
genuineness. To put it in other words, this method could produce look-
alike people who have developed skills in acting the role of counselors.
To sum up, I am profoundly concerned about the damaging effect
that microcounseling can have on the beginning counselor. If the stu-
dent has not formulated his basic assumptions and convictions about
the nature of man and how he can be helped to learn and grow, these
surface skills can become 'shadow' instead of substance. The counselor
who fails to understand the things he does to the client is in a very
dangerous position.
I see man as constantly in the process of becoming. I view
counselor education as a process of growth and development. It is for
this reason that I believe that almost any methodology, including micro-
counseling, can facilitate growth and development. A sensitive educator
could use microcounseling to build on the student's natural capacities
for helping. Microcounseling could be used with experienced counselors
to help them see if they were behaving in the manner they believed they
were behaving.
I will now go on to critique two methodologies where the focus
is not on the instructor or on technology but on the person or the
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counselor. First I will trace the development of Carl Rogers's think-
ing on counselor education and then I will summarize the proposals of
John Wideman.
Carl Rogers's Experiential Approach
to Counselor Education
Carl Rogers has been publishing his views on counselor educa-
for over thirty years. Just as his views on counseling have
evolved over the years
,
so his views on counselor education have under-
gone a gradual evolution. This we would expect from a man who sees
himself as constantly in a state of becoming. In this section I will
trace his development from a rather formal approach to an approach
that places heavy emphasis on the counselor's personal experience.
Rogers's first published commentary on counselor education ap-
peared in his text Counseling and Psychotherapy in 1942. From his thir-
teen years of experience as a therapist he derived "a series of hypothe-
ses to be tested, explored and revised." Regarding counseling itself,
he states as a basic hypothesis, "effective counseling is a definitely
structured, permissive relationship which allows the client to gain an
understanding of himself to a degree which enables him to take positive
steps in light of his new orientation" (p. 18) . He rejected older
methods of counseling such as ordering, exhorting or advising. He saw
the counseling process as beginning with the fact of the individual s
responsibility for himself in coming to therapy; moving into the expres-
sion of feelings, positive and negative, by the client; the demonstra-
tion of the acceptance of these feelings by the counselor in his
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reflection and clarification of them; and the attainment of insight by
the client in terms of which he may clarify his choices, make his
plans, and take positive action. Rogers sees the relationship between
the counselor and the client as crucial to the therapeutic process. He
describes the counselor's contribution to this relationship as warm,
responsive, interested, permissive, non-judgmental and free from pres-
sures, pleas or authority.
The personal characteristics Rogers cites as necessary for
effective counseling are: a basic sensitivity to h\aman relationships;
empathy and respect for the individual; understanding and control of
oneself; and psychological knowledge of human behavior and its social
and psychological determinants. He placed knowledge last on the list
as he felt it would not contribute to effectiveness without the presence
of the primary personal attitudes, intentions and self-awareness. It
is significant to note, that at this early stage in his thinking, he
considered these necessary characteristics to be already established in
the personality of the trainee, but developed further in the process of
training. He recognized the autobiographical component in counselor
growth and development.
Rogers's recommendations for counselor training at this point
represents a rather formal approach. He suggested courses in under-
standing human relations
,
and courses in the psychological development
of the individual. He added training in research to learn how to
evaluate one's own work. He stated that most important for the develop-
ment of the trainee was "supervised experience, in which counseling is
carried on with ample opportunity for detailed criticism and evaluation
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by a qualified supervising individual" (p. 257)
.
Although the curriculum that Rogers proposed is revised from the
formal curriculum of clinical programs at that time, it is still a
formal plan with formal structure and process. While he gives the
client responsibility in therapy he does not seem to give the trainee
responsibility for his own learning. Wideman (1970) suggests that
Rogers at this stage may not have outgrown his own formal training as a
psychologist. The program he proposed in 1942 was essentially "instruc-
tor-centered. "
In 1951 Rogers published a more complete account of his thinking
on counselor education in Client-Centered Therapy . He begins by noting
significant trends in the training of therapists. In noting the trend
away from technique and towards the attitudinal orientation of the
counselor he states
:
There has been a steady trend away from technique, a trend
which focuses upon the attitudinal orientation of the counselor.
It has become apparent that the most important goal to be
achieved is that the student should clarify and understand his
own basic relationship to people, and the attitudinal and
philosophical concomitants of that relationship. Therefore
the first step in training client-centered therapists has been
to drop all concern as to the orientation with which the stu-
dent will emerge. The basic attitude must be genuine. If his
genuine attitudes lead him in the direction of some other ori-
entation, well and good. The purpose of training is increas-
ingly to train therapists, not a particular brand of therapists.
(p. 452)
He advocates the experience of conducting therapy as early as
possible in the training program and suggested that the trainee under-
go therapy as part of his training.
Rogers recommended the following as preparation for training in
therapy: a broad experiental knowledge of the human being in his
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cultural setting; emphatic experiencing with other individuals derived
through literature, drama, and "simply through the process of living";
formulation of one's basic philosophy in facing the basic questions
regarding human life; personal therapy if desired; emphatic and ex-
periential knowledge of the dynamics of personality; and knowledge of
scientific methodology for testing and revising hypotheses and relin-
quishing old doctrines with some sense of security derived from under-
standing the process. It is interesting to note that he considered
that the knowledge of the dynamics of personality could best be gained
in clinical practice. He pointed out that he deliberately omitted per-
sonality theory from his list because of his conviction that "theory,
to be profitable, must follow experience, not precede it," for "to
train a student, prematurely, in a theory of personality, or even in a
variety of such theories, results all too often in a dogmatic and
closeminded approach to experience" (p. 441) . Rogers also omitted from
his list any stress on biological knowledge of human beings.
Rogers went on to describe and critique four training programs.
Our review of these programs will give us a picture of the evolution of
his thinking on counselor education.
The first program, for advanced graduate students at Ohio State
University, was conducted from 1940 to 1944. The program was built
around cases handled by the students, a novel approach for the time.
The use of electrically recorded interviews became a stimulating
and highly profitable basis for learning on the part of the
therapist ... it gave counselors an opportunity to see what
methods they were using . . . perhaps most important of all, it
helped counselors to recognize that interviews were not just
talk, but highly sensitive indicators of cause and effect in
human relationships. (p. 431)
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The teaching methods used "consisted of approval and dis-
approval of specific ways of counseling" and this frequently caused the
counselor to "acquire guilt feelings in regard to his work" and "to
behave in ways which were not genuine for him" (p. 430). In looking
back at this program Rogers describes the teaching method as "decidedly
inadequate," "a most damaging start for the therapist" because of the
"overemphasis on technique" (p. 431) . We could say that at this stage
the "Authority of the Instructor" takes precedence over the "Authority
of Experience."
The second training program described by Rogers was an inten-
sive two week workshop for physicians, given at the University of
Minnesota in 1946. Lectures were given on different phases of therapy.
The physicians were immediately introduced to the therapeutic handling
of cases. They conducted interviews with patients with participating
supervision by a psychiatrist, and group discussion of the case. Rogers
noted the self-education that came from the group living together.
This program combined didactic and experiential learning.
The third program described was given in 1946 at the University
of Chicago for personal counselors of the Veterans Administration.
Rogers was assisted in the planning, conduct and evaluation of this
program by Blocksma and Porter , who have also reported their observa-
tions (1947) . Their objectives for this six-week program were listed
as: recognition of attitudes underlying the words of clients; skill in
reflecting of attitudes; recognition and identification of counselor s
statements; skill in recognizing the underlying attitudes of counselors
and the steady maintenance of non-directive attitudes. Blocksma
and
Porter (1947), in describing the conditions in which they hoped to
achieve their objectives, had this to say:
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It was believed by the training staff that, in a learner-
centered climate
,
a person would be able to come to see him-
self and his own attitudes, values, and methods of handling
people. This climate would be implemented through several
channels. In essence, these channels would involve a com-
bination of ego—involving
,
self-directed, socially enforced
experiences which would combine elements of previous learn-
ings with new learnings. (p. 66)
The training methods they used consisted of: presentations by
staff on a variety of academic and practical topics, at first deter-
mined by staff and later requested by students; case analysis and
practice responses by a stopped tape of counseling; group projects on
particular aspects of counseling; and "learner-centered" discussions
in small groups. The "learner-centered" discussions were considered by
all to be "the core experience" and it was found that in general the
group went through a sequence quite comparable to that found in the
counseling process.
In evaluating the success of this program, they used students'
accounts of their experiences and obtained strong testimony that the
program had provided an opportunity for rich learning, both profes-
sional and personal. They also used objective tests to assess the out-
comes of this program. Not surprisingly, some students reacted
negatively to these tests. This search for objective data, while
understandable, was not in harmony with the "learner-centered" approach
that the trainees came to value.
In his critique of this program, Rogers again demonstrates his
remarkable ability to spot the inconsistencies involved. He notes
an
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"oughtness" which tended to creep into the teaching, and subsequent
feelings of guilt which counselors tended to feel as they developed
procedures which were individually most effective. He observed that
"there was still insufficient willingness to rely freely and actively
upon the members of the group" (p. 460) . Rogers concluded that there
was too much effort to get across a client-centered point of view.
Blocksma (1947), thinking along the same lines, suggests that "a more
efficacious method might be to spend considerable time and effort at
the outset getting each trainee to know how he 'naturally' counsels
clients" (p. 146). Rogers, in his search for a "student-centered"
approach, had the ability to learn from each teaching experience.
The fourth program described by Rogers was being offered at the
University of Chicago at the time he was writing. The first course,
called "Principles of Adjustment," was offered "as an opportunity for
the student to formulate the basic issues and basic attitudes upon
which he will build his own therapeutic work" (p. 464) . He notes the
fact that the course was not an attempt to indoctrinate students in any
particular therapeutic orientation. "The instructional staff had
learned that it was safe to rely upon the group, and that members are
capable of taking responsibility" (p. 464) . In line with this thinking
they made available to students an extensive library of books, journals,
research studies, transcripts of therapy and papers by previous members
of the class, all representing a variety of points of view. No lectures
were scheduled but presentations were made at the request of students.
The "heart of the learning experience" was the group discussions.
As a follow up the staff provided the students with a variety
of
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opportunities to use the skills and attitudes derived from the first
course. In the practicum courses, role-play and feedback gave the
student a chance to learn how he is perceived and experienced by the
"client." Sometimes this developed into actual counseling of fellow
students. Staff supervision was available upon request. Students had
an opportunity to get involved in multiple therapy. As soon as the
student felt ready to do so, he began independent handling of cases.
After two or more quarters of practicum experience, some students were
selected for an internship, a "courtesy appointment" as a full-time
member of the staff at the Counseling Center.
Outcomes of the program were described by Rogers as follows
:
It has been our experience that any student who has completed
the sequence of training experiences outlined, imperfect though
they may be in their detailed implementation, is ready to begin
functioning as a therapist, and is open to new learning in this
field. He is effective as a therapist, able to deal with a
rather wide range of individuals. He is sufficiently secure
within himself to be able to adapt his therapeutic functioning
to new situations and new problems of relationships. He has a
security in the methodology of finding new truth, so that he is
able to tolerate a lack of finality in his thinking. He has
the basis for growing and developing within himself, and for
making a contribution to his profession and to scientific knowl-
edge. (p. 477)
Rogers ' s view of learning as a process and one which cannot be
prescribed, was clearly reflected in the design of this program. He
found forms and procedures which coherently expressed his basic beliefs
and assumptions about man and how he can be helped to learn and grow.
His belief in man's capacity for taking responsibility for his own life
and learning is reflected in this "learner-centered" program. His belief
that man can learn from experience and grow is reflected in his descrip-
tion of outcomes: the student is "open to new learning," having "the
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methodology of finding new truths so that he can tolerate a lack of
finality in his thinking," and "has the basis for growing" (p. 477).
The series of counselor education programs just described
clearly reflects a movement by Carl Rogers away from a mixture of
didactic-experiential teaching and towards an experiential approach
that puts greater emphasis on the person of the trainee. There seems
to be an increasing recognition of what we have described as the auto-
biographical component in counselor growth and development. In 1942 he
emphasized the importance of the counselor's personal characteristics,
which he considered to be largely derived from autobiographical experi-
ence, but he proposed a rather didactic program consisting of course
work, criticism and evaluation. From 1940 to 1944 he focused on the
student's own experiences of counseling but used approval and disapproval
as a teaching method. He considered this a "damaging" approach. In
1946 he came closer to a "learner-centered" program but the staff tried
to put across a client-oriented view rather than recognizing the
student's own unique view. In 1950 he was able to offer a program and
a way of teaching which focused on the learning experiences of students.
It expressed his basic convictions about people and about how they can
learn and grow.
It was Rogers's remarkable ability to learn from his own experi-
ences that made this evolution in his thinking, planning and actions
possible. During this period he was clearly concerned about the impli-
cations of formal and experiential approaches and in an article, pub-
lished in 1948, shared his thinking on "divergent trends" in counselor
education. He observed that there was a "major trend" in clinical
47
practice which concentrated on "the accumulation of impressive knowl-
edge about people to apply in deciding what to do ^ them and for them.'
He observed a "minor trend" developing, which "seeks to accumulate
knowledge of the conditions of growth and autonomy, working with people
as they try to understand themselves and choose."
The extent to which Carl Rogers came to trust the experience
of the student is reflected in the following passage written in 1956:
I believe that the goal of training in the therapeutic process
is that the student should develop his own orientation to
psychotherapy out of his own experience. In my estimation
every effective therapist has built-in his own orientation to
therapy within himself and out of his own experience with his
clients or patients. It is quite true that this orientation
as finally developed may be such that it closely resembles that
of others, or closely resembles the orientation to which he was
exposed. (p. 87)
Rogers asserts that experiential learning is essential in the
training of an individual to engage effectively in therapy. He con-
siders this learning to be derived directly from experience.
In recent years Rogers has been Resident Fellow at the Center
for the Studies of the Person at La Jolla, California. His energies
are devoted primarily to training group leaders. His writing (1970)
seems to reflect an increasing emphasis on developing the natural help-
ing capacities of the counselor.
We have seen from this review how Rogers, using his ability to
learn from experience, moves towards what I have called Autobiographic-
ally-Based Counselor Development. We will now consider the formulations
of an educator whose proposals give more explicit recognition to the
autobiographical component in counselor development.
John Wideman's Case Method Approach
to Counselor Education
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Of the four methodologies reviewed in this chapter John Wide-
man's case method approach is the most relevant to this study. It is
an autobiographically-based form of counselor education. Unlike the
other methodologies discussed, this method does not have a body of pro-
fessional literature or research data to support it. In fact, all the
quotations in this section are taken from Wideman's opus on counselor
education, namely. Growth and Development in Counselor Education
. Dur-
ing the Spring Semester of 1977 I co-taught with Professor Wideman a
practicum seminar for graduate students using the case method approach.
My personal admiration for the way this man works with students may have
a biasing effect on this review.
Wideman (1970)
,
in painstaking fashion, traced the natural his-
tory of counselor education. He reviewed volumes of material using
"reflexive coherence" as a frame of reference to analyze the data.
The term 'reflexive coherence' is used to denote the extent to
which a counselor education program itself expressed the edu-
cator's own stated convictions about the nature of man and how
he learns. The data available indicates that reflexively coher-
ent programs multiply and deepen learning, while reflexively
incoherent programs tend to be least effective, even damaging,
because of built-in self-contradictions and mixed messages.
(p. iii)
Wideman analyzed the trends, issues and patterns in the develop-
ment of counselor education. From this extensive review of the litera-
ture and from his autobiographical experiences as an educator he derived
a number of formulations regarding what is necessary for an experiential
counselor education program. He translated these formulations into a
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series of proposals for an experiential system of counselor education.
For the most part this critique will focus on these proposals.
A few lines by Wideman on what he considers necessary and
natural for an effective counselor education program will shed light
on these proposals.
Essentially an effective counselor education program must pro-
vide a context and resources which most directly and efficiently
assist students in the exploration and development of the nature
and expression of their own primary components of therapeutic
potential: their own empathic understanding, their own respect
for others, their own authenticity, their own exercise of judg-
ment, and their own caring ... In such a context we might
expect that the forms of professional knowledge, thinking, and
procedure would be made available to students as resources for
informing their judgment and extending the range and versatility
of their understanding and respect. . . . The major aim of such
a program is to assist the student in deriving his own system
for making sense of experience in ways that are not only profes-
sionally disciplined, but also authentic. The counselor is
expected to be the responsible author of his own system of
counseling and ways of thinking and talking about it. . . . A
program must provide opportunities for students to develop per-
spective on their own impulses and constructs. ... We would
say that an experiential education program must provide for and
enhance: participation, responsibility for one's own learning and
self-development, self-awareness, self-realization, belonging,
commitment, self-acceptance
,
acceptance of others, trust in one-
self and in others, a reliance on man's natural urge to be
autonomous, a sense of integrity and integration of these experi-
ences, the development of professional versatility in being able
to work with various clients in various situations , and the
development of professional ways to understand and foster one's
learning and growth. (pp. 263-266)
Wideman goes on to point out that students come to counselor
training programs possessing the qualities and competencies of an ef-
fective counselor. In a passage quoted above (p. 19) he has some
uncharacteristically strong words to say about educators who assume
that students bring little or nothing with them in the way of charac-
teristics and competencies which are necessary for effective counseling.
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Wideman believes that if the instructor addresses each contribution with
what he calls the "primary components" students will be able to learn
from each other. He suggests that experiential learning can best take
place within a structure that is open, flexible, and responsive to
students
.
Some proposals for a reflexively coherent experiential counselor
education program based on case method are presented,
A case prepared for case method learning, is a collection of
case materials which leads up to a critical choice point for
the counselor which calls for commitment to some sort of action
in a situation where the consequences are usually irreversible.
The case materials usually contain background information, ex-
cerpts from important dialogues
,
perhaps even verbatim tran-
scripts and/or tape recordings leading up to the critical choice
point. Cases can also be edited in sequential parts, with a
critical choice point at the end of each part. (p. 269)
In discussing the rationale for using case method he suggests
that the counselor "must be prepared to act wisely in unique concrete
situations." He points out that this method has been effectively used
in schools of law, medicine and business administration. Since it is
impossible to give the student a "set of answers" to meet every situa-
tion it is important to provide opportunities for the exercise and de-
velopment of analytical skills for discriminating crucial issues (p.
270) .
Given a solid context of primary components, the variety of
views which emerges in the discussions becomes a rich resource
for the students in the development and extension of their
analytical skills, their ways of perceiving, understanding,
responding, and using care and judgment in considering the
consequences of various alternative courses of action. (p. 241)
In discussing the by-products which emerge from case method
discussion process Wideman suggests that students develop a more
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tentative and open set." Furthermore, "they develop an appreciation
of the ways in which one comes to make sense of one's experience in
counseling, they tend to appreciate and take responsibility for their
own capacities as makers of meaning" (p. 272). As a result students are
less likely to look at authorities in the field in subservient awe but
are more inclined and able to use the formulations of authorities as a
resource for their own thinking and development.
Wideman repeatedly states that the key to this process is
solidity, reliability, and maturity of the "primary components" offered
by the counselor educator.
The basic structure proposed centers around the classroom ex-
periences which begin with case method discussions and develop into
practice counseling sessions which lead naturally into practicum and
internship experiences. Along with this basic classroom structure there
is a program for reading and formulating one's notions, experiences,
and constructs as one goes along through the program.
Wideman suggests that case analysis can be more productive if
focused on such questions as "What is happening? How come? What would
you do now? Why?" As the case discussions in the program expand and
develop, the first learnings of the students tend to be an extension of
the range of perceptual awareness and an elaboration of his repertoire
of available responses.
It often occurs in case discussions that students wish to ex-
plore the consequences of different courses of action by role
playing a counseling interview with a character in the case.
. . . When practice counseling and feedback procedures have
been sufficiently established, the class can be broken up into
pairs or foursomes so that each student has a chance to prac-
tice and get feedback. . . . The next logical step in moving
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toward actual counseling is asking each student to prepare a
case of his own and role play the client for a fellow studentin a foursome.
. . . Practice counseling for real leads
naturally into practicum and internship experience with super-
vision. (pp. 277-278)
Wideman recommends that students be given a large annotated
bibliography but that this reading be held off "until the students
develop some sense of themselves as makers of meaning in their own
right" (p. 280) . He further recommends that the readings be presented
illustrations of the way other people have made sense of their
experience in counseling.
The third component of the core structure presented by Wideman
is "an opportunity for students to formulate in writing each week some
aspect of their experience and thinking and to receive a response in
'^^i'ting each week from the instructor which will hopefully help them to
further deepen, advance, and/or integrate their thinking and experi-
ences" (p. 281)
.
Finally Wideman suggests that this basic structure can be as
open and flexible as the educators using it. He believes that a sense
of the natural order of learning processes will lead to more openness
and flexibility on the part of the instructor.
Clearly, Wideman 's proposals represent a "learner-centered"
approach to counselor education. He obviously has a profound respect
for the natural capacities which the student brings to his work as coun-
selor. He sees the instructor as a facilitator of student growth. The
fact that this growth is largely facilitated by the instructor modeling
and providing the "primary components" is repeatedly stressed in Wide-
man' s writing and becomes a kind of refrain.
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John Wideman acknowledges the fact that his proposals require
special talents on the part of the instructor. It is difficult for any
instructor to constantly "model and provide the primary components."
In his writing Wideman shows a deep respect for fellow professionals
and we may infer that he is suggesting the ideal role for the instruc-
tor. He appears to acknowledge the difficulties for some educators
when he suggests that this design "can be as open and flexible as the
educator using it" (p. 268 )
.
Wideman 's design could conceivably present problems for students
who are conditioned to formal modes of instruction. A student might
conclude that "all we do in this class is just sit around and talk about
cases," and fail to appreciate the learning that was taking place.
Wideman seems to acknowledge the problem presented by "unstructured"
programs and he recommends "a definite and explicit structure which can
be open, flexible and responsive." It is the opinion of this reviewer
that most students feel the need for more formal content and structure
than the Wideman design provides.
The title of John Wideman 's opus directs us to the essence of
his approach to counselor education. He views counselor education as a
growth or developmental process. While he is concerned that the student
learn from past and present experiences he is particularly concerned
that the student develop the capacity to learn from future experiences.
The idea that the student, the counselor and the educator learn from
experience is another constant refrain throughout his writing.
Finally, of the four experiential methodologies reviewed John
Wideman 's case method seems to most closely approximate what I have
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labeled Autobiographically-Based Counselor Development."
Summary and Conclusions
The research that has attempted to evaluate the effects of
various counselor training designs and the counseling relationship it-
self, does appear to have certain limitations. In order to measure
counseling and training effectiveness we must be cognizant of the pur-
poses of training and counseling as perceived by the researcher. We
must also realize that variables cannot be rigorously controlled as in
the laboratory and that the applicability in this instance, of a re-
search model drawn from the physical sciences, is doubtful.
Nevertheless, while acknowledging the weakness of research in
the field, it does seem clear that there is persuasive evidence in the
literature that the effective practice of counseling and psychotherapy
is related to such human attributes as congruence or genuineness, re-
spect or positive regard and empathic understanding (Truax and Mitchell
1971). Unfortunately, many counselor education programs do not appear
to consider these qualities as the basic foundation of training. There
is evidence that indicates that students highest in these qualities
tended to receive the lowest grades in graduate school.
Some educators have realized that traditional training methods
have not been particularly helpful in producing effective counselors
and psychotherapists. Research findings have supported this position,
and consequently have led to attempts to stress the experiential aspects
of training. There is a considerable body of literature that estab-
lishes the value of experiential training. It is clear from the four
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methodologies detailed in this chapter that experiential training means
^iffsi'snt things to different people.
If I may be permitted to put it in common parlance, I would say
we have looked at 'both sides of the coin' in terms of experiential
training programs. It is most likely that the majority of training
programs combine elements of the two trends we have noted. However, I
believe the contrast of approaches will give the reader a greater ap-
preciation and understanding of the ABCD approach.
The first two methodologies reviewed, the didactic-experiential
of Truax and Carkhuff and Al Ivey's microcounseling, focus on
mechanical and technical approaches to training counselors. The ide-
ology of these systems is certainly commendable, for they have shifted
the emphasis in counselor education from theory and patient psycho-
dynamics to the development of research verified qualities of accurate
empathy, positive regard, authenticity and other therapeutic conditions
in the trainee. I think it is apparent, though, that the authors of
these designs have underestimated the process by which persons realize
their potential to feel, and express the 'humanness' within them. They
have instead concentrated on the quickest manner by which they can
produce empathic, respectful sounding counselors. They have reduced a
very complex procedure into an unrealistically simplistic one. The
major emphasis of these methodologies is on externals rather than on the
person engaged in training. The acquisition of key effective words,
expert response words, or high rated empathic statements does not, even
if learned perfectly, amount to genuine, respectful, empathic behavior.
The student is merely learning to master retention and acting techniques.
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The student, imitating the expert on the video screen, learns to 'act'
genuine without undergoing internal changes. The demeanor of the
trainer can be copied in relatively short periods. However, the bene-
fits of these methods of training appear to be superficial, for they
diminish over a period of time.
The other two methods detailed in this chapter, Carl Rogers'
experiential approach and John Wideman's case method, provide a remark-
able contrast with the methodologies just siammarized. Here the empha-
sis is not on technique or on the instructor but on the person of the
student. While Truax, Carkhuff and Ivey view themselves as 'trainers'
Rogers and Wideman see themselves as 'facilitators.' Rogers and Wideman
bring a profound understanding of the students' natural capacities as
helpers to their work as counselor educators. They have designed pro-
grams that allow students to develop their own constructs. Each student
is encouraged to develop his personal theory of counseling. The ap-
proach is "student-centered." Both Rogers and Wideman suggest that the
student develop the capacity to learn from experience and that this
learning become a life-long process. While Truax, Carkhuff and Ivey
offer some short, easy mechanical steps to becoming a counselor, Rogers
and Wideman view counselor education programs as simply a means of en-
handing the on-going growth and development of the student.
In summary, the authors of the methodologies described in this
chapter have focused on a most difficult problem and I deeply appreciate
the contributions they have made. This review of the literature has
served to confirm my convictions about the need for counselor education
that is based on the autobiography of the student. I am referring to
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the kind of program that enables the student to build on all that they
have learned from 'just living.'
I want to end with a caveat that has become something of a
refrain in this chapter: no methodology is intrinsically bad or auto-
matically beneficial. Effectiveness depends to a large extent on the
capacity of the instructor to achieve desired goals.
CHAPTER III
DEVELOPMENT OF TRAINING CURRICULUM
Having reviewed the literature relevant to this study and
having formulated my ideas on the nature of counselor growth and de-
velopment my next step was to design a curriculum that would incorpor-
ate these formulations. In order to give the reader some sense of how
the curriculum evolved I will begin by discussing the rationale for
focusing on the students' learnings from experience. Like most train-
ing models, the ABCD approach has origins not merely in the research of
others but also in the professional experiences of its author. Clearly,
the training design was influenced by the humanistically-oriented
counselor educators referred to in Chapter II. It is also based on the
findings of a number of anthropologists. These findings suggest that
much of our learning about counseling is learned from experience. Pro-
viding some background to the evolution of the training model will help
the reader appreciate some of the major features of the design. These
features will be described in the second section of this chapter.
Therefore, this chapter will be divided into the following principal
segments: (1) evolution of the ABCD training curriculum; (2) major
features of the ABCD training curriculum; and (3) summary.
Evolution of the ABCD Training Curriculum
I will begin this section by briefly reviewing what anthropolo-
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gists have to say about the processes of learning and suggest some of
the implications of these findings for programs designed to train coun-
selors. The professional and personal experiences contributing to the
development of my basic formulations about counselor growth and develop-
ment will then be described.
How people learn . One of the primary postulates underlying the ABCD
training model may be stated as follows : experience informs the values
and beliefs of the counselor. When I speak of experience I have in
mind Webster's definition: "knowledge, skills, or practice derived from
direct observation of or participation in events." It is beyond the
scope of this study to detail the findings of anthropologists indicating
that much of our learning about people comes from experience. Anthro-
pologists speak of humans learning through a process called probability
inference. Because of formal school systems in our modern society,
learning is often equated with the materials acquired from books and
lectures. As a result of 'just living,' each human develops a unique
set of behaviors for relating with other hiamans. These behaviors are
part of the individual's repertoire of adaptive strategies.
The fact that humans learn much about relating and responding
to others from experience has clear implications for the way we train
counselors. Each student brings to the training program a unique set of
behaviors or skills—not all of them necessarily helpful— for responding
to others. In many cases these behaviors will be deep-rooted and re-
flect the influence of a complex set of biological, environmental, and
cultural factors. It is for this reason that the first section of the
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ABCD model is devoted to helping the student process learnings from
past experiences. This kind of processing prepares the way for
making appropriate behavioral changes or modifications during a later
section of training.
Anthropologists have also directed our attention to the influ-
ence of culture on human behavior. The concept of culture is general-
ly applied to groups. Implied is a certain homogeneity of behavior
within social groups. It may be that this assumption of homogeneity
of behavior among members of social groups is the rationale behind
counselor education programs designed to teach some particular theory
or specific cluster of skills to counseling students. However, it is
useful to keep in mind that each individual has a unique set of bio-
logical characteristics and capabilities as well as a unique history
of interactions with his special niche in the world. In the ABCD
model no attempt is made to homogenize people. The focus is on unique-
ness and the approach is idiographic.
A study of the lives and works of distinguished psychologists
would seem to validate our position regarding the influence of environ-
ments and culture on the formulations of the counselor. A detailed
discussion of the relationship of autobiographical experiences to the
foinnulations of these psychologists is beyond the scope of this study.
A few examples will serve to illustrate. Freud's views about the
inferiority of women mirrored the patriarchal prejudices of his times.
The mystical quality in Jung's writings can be traced to his upbringing
in a Lutheran parsonage. Victor Frankl's concept of "will-to-meaning"
61
had its roots in his concentration camp experience. In a major position
paper entitled "Counseling Theory is Autobiographical Metaphor" ( 1977 )
this author demonstrated how culture and environment had influenced his
ideology of counseling.
To sum up, much of the student's learning about people and
about helping people is derived from experience. The basic ideology
and helping style of the counselor is influenced by culture and environ-
ment. My assumption is that this ideology and style is also influenced
by biological characteristics. A basic premise underlying the ABCD
mode of training is that autobiographical experiences
—
positive and
negative contribute to the development of each individual ' s unigue
style of helping.
The ABCD model reflects the author's past experiences . Before going on
to describe the training design, I believe it is appropriate to mention
a few significant autobiographical experiences that shaped my views on
counselor education and contributed to the development of the ABCD ap-
proach. This mode of training is not purely a product of abstract
reasoning but is indicative, to some extent, of my growth as a person
and as a counselor educator.
During years of training in ethics and moral theology (1956-
1962) I participated in endless abstract discussions on the morality of
human behavior in a variety of hypothetical situations. I observed that
it was only when the discussions centered on real 'live' concrete situa-
tions that the students got involved. Later (1969-1973) I found myself
having the responsibility for the training and orienting of Vista
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volunteers to work in ghetto areas. Prior to coming to the Vista
project the volunteers were given an intensive two-week classroom in-
doctrination on the problems of poor people. I was expected to design
a two-week training program that included lectures and seminars by
various community leaders. As part of the training I carefully chose
a low-income family where the volunteer would live during the period
of training. I observed that this live-in experience produced by far
the most significant learning for the volunteers. As director of a
psychiatric halfway house (1973-1975) I observed that untrained lay
'^Ql'^riteers
,
who had natural abilities for helping could be as effective
as trained counselors and psychotherapists. For reasons I did not fully
understand, many of the residents of the house expressed a clear prefer-
ence for these lay volunteer 'counselors.'
During the Spring Semester of 1977 I co-taught with Professor
Wideman a practicum seminar for graduate counseling students at the
University of Massachusetts. In designing this course we were particu-
larly concerned about creating a climate where students would feel safe
to share tapes of their work. We had observed that in previous courses
students were reluctant to share their work until the course had
reached an advanced stage. Since we were using the case method, this would
result in a waste of valuable seminar time. We hypothesized that
students felt they were "amateurs" in counseling and this contributed to
their reluctance to share. We also were concerned about course evalua-
tions. The 'objective' instruments available to us did not measure the
'internal' growth of the student and were clearly incoherent with our
basic convictions about counselor growth and development. With these
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concerns in mind we designed a six-hour workshop, to be held at the
beginning of the course, where students could get in touch with their
natural abilities as helpers. In dyads, students focused on how they
had helped others in the past and how they had been helped by others.
From this, students moved on to a discussion of how they hoped to cul-
tivate these natural abilities during the course of the seminar. Out
of this discussion each student formulated the issues on which he
could self-evaluate himself at the end of the course. We observed that
in the workshop students quickly developed a sense of appreciation of
their own unique approach. This was reflected in the students' willing-
ness, I should say eagerness, to share their tapes at the beginning of
the course. Regretfully, we did not have written self-reports at the
end. However, we noted that in the verbal self-reports students in-
variably described their learning and growth in terms of the goals they
had set in the workshop.
I have mentioned these significant experiences in the develop-
ment of my constructs on counselor education because it seemed consis-
tent with my general view on the influence of autobiographical experi-
ences .
Major Features of the ABCD Training Curriculum
The next step in this study was to design a curriculum that
would incorporate my conclusions regarding the autobiographical nature
of counselor growth and development. While I believe the basic tenets
on which the design is built are applicable to graduate programs in
counselor education, the curriculum was designed specifically for the
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training of paraprofessionals and lay people. The focus on parapro-
fessionals and lay people represented my concern that counseling be
demystified and that basic helping skills be spread around. In
recent years a number of training programs have been developed for
bartenders, nurses, hairdressers, and other groups whose work brings
them in contact with people who are distressed.
The curriculum was originally developed for a semester-long
course entitled "Counseling for Lay People" that was to be offered for
non-traditional Continuing Education students during the Spring Semester
of 1978. Because of a concern that this course would replicate exist-
ing counseling courses at the University, it was decided to offer this
learning experience independent of University sponsorship. Arrangements
were made for participating students to receive either graduate or
undergraduate credit through the Division of Continuing Education or
the School of Education at the University of Massachusetts. A very im-
portant consequence of this change in plans was the fact that people of
limited means could participate without having to pay tuition fees.
After consultation with several paraprofessionals and lay
people, I decided that a workshop format would be most appropriate for
the kind of people I was trying to reach. There was also at this time
an emerging awareness of the fact that a workshop format was most
appropriate for the kind of learning experience I had in mind.
The curriculum includes fourteen individual training units and
is divided into three major sections or blocks of learning. The first
section of the training design includes four units of training and
involves a day-long learning experience. The second section includes
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SIX individual units of training and involves a two-day learning
experience. The third section of the training curriculum involves
four units of training and involves a day-long learning experience.
The first section of the training program is designed to facili-
tate support building. I share the view of Carl Rogers (1972:150) that
"many people have an intuitive capacity for helping—a capacity which
equals that of the best trained therapist and can release it in a
climate in which they feel freedom to act spontaneously." It should be
noted that the design combines both didactic and experiential learning
with each unit consisting of a short presentation or demonstration that
is followed by an exercise. Both the presentations and the exercises
during the first section of the training program focus on helping the
student make sense of past experiences. The past learnings of students
are processed. In summary, the framework for the first section of
the workshop is designed to build trust among group members and also to
allow for the natural emergence of each individual's "intuitive capacity
for helping" (Rogers 1972) . The focus of this section is on helping
the student get in touch with his natural helping skills. The goal
is to help the student develop an appreciation for the strengths and
weaknesses of his personal style of helping.
The second section of the training program is primarily de-
voted to students' experiencing themselves as counselors. The research
of Bergin, Carkhuff, Matarazzo, and a host of others has conclusively
established that trainees learn more about client dynamics experienti-
ally through discovery than through demonstrations or lecture. One
of the tenets of my method of training is that the actual experience of
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being a counselor is vital to each person's intrinsic development.
Students begin with role-play or practice counseling in dyads. At
this stage the 'client' stays with light issues and the 'counselor'
concentrates on giving the 'client' supportive and undivided attention.
The design of this second section allows the trainer flexibility in
designing exercises that allow the student to become increasingly in-
volved as a counselor and provide greater amounts of feedback.
During this period of experiential growth the trainer may
suggest role-playing in triads, co-counseling in foursomes, and what-
ever seems appropriate for the students at their particular stage of
growth. The design for the second section of the training program
also provides for exposure of students to major theoretical and tech-
nical approaches to counseling and psychotherapy. From the point of
view of the ABCD educator, it is critically important that no attempt
be made to 'put over' any particular orientation. These presentations
are included in the design to add depth and clarity to the students'
own constructs. While including these presentations in the design, I
was aware of the possibility that they could turn the training program
into another "Theories of Counseling" course. The design calls for
presentations or demonstrations that are brief, down-to-earth, and that
provide the student with a knowledge of the basic strategies used by
the different 'schools' of counseling and psychotherapy. Students
have the opportunity to integrate those techniques that seem to fit
naturally into their own idiosyncratic style of helping. The design
allows students to first explore the advantages of their own manner of
helping, and then diaest other therapeutic methods. The student's own
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nature is not abandoned in the process, but serves as a foundation
for whatever evolution takes place. In passing, i want to note the
fact that I envision the presentations or demonstrations as taking a
'back seat' to the exercises, which are considered the core of the
learning experience. I share the view of Wideman (1970) that students
should not be introduced to other orientations until they have come to
appreciate themselves as authors/originators of their own system of
counseling. The reader will note that the 'didactic' presentations
for the first section of the training program are general in nature
and focus on the ideology of the student. My assumption is that stu-
dents are ready to look at the theories and techniques of others by
the beginning of the second section of the training program.
The third section of the training program is primarily devoted
to clarifying the students' system of counseling. This is not to sug-
gest that students would have completely developed their system of
counseling at the end of the training program. Hopefully, by the end
of training students will have reached a stage where they can identify
what they prize in their work as helpers. In designing this section
of the training program, my goal was to help students become "makers of
meaning" with the capacity to integrate new learnings long after this
learning experience was completed. The beliefs and values of counselors
are rooted in the core of the therapy they employ. We need to help
students-in-training identify and make explicit those facets of the
therapeutic process they maintain as absolutely necessary. The coun-
selor's bedrock values are his modus operandi. During this third
section of the training program, students attempt to identify the basic
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ontological convictions that form the foundation of their work as
counselors. The design of this third section also includes a focus
on the self-care and personal growth of the counselor.
Before implementation of the training program a "Training
Manual" was developed. This document served as a guide to the trainers
during the experimental workshop. This Training Manual has been
revised and incorporates suggestions made during the workshop. The
reader will find a copy of the revised version of this manual in the
appendix section of this dissertation. For the sake of economy it was
decided to develop a simple terminology that would describe each of the
sections or stages of training. The three developmental stages of the
model were described as follows
:
Stage I: Discovery
Stage II: Integration
Stage III: New Horizons
Because of the data collected during the experimental workshop it was
possible to define and describe each of the progressive stages of the
model with greater clarity and precision. The reader is referred to the
Revised Training Manual for a detailed description of the major sections
or stages of training. A description of individual training units is
also included.
Summary
At the risk of oversimplifying this training design, I will
summarize as follows. The first section focuses on learning from past
experiences and is designed to help the student get in touch with the
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characteristics of his helping style. The design for the second sec-
tion allows the student to get involved in the role of counselor.
Feedback helps the student identify the strengths and weaknesses of
his personal style of helping. The design provides for exposure to a
variety of theories and techniques of counseling as the student learns
experientially. The student is encouraged to experiment with new ideas.
The third and final section provides the student with an opportunity to
clarify and define his theory of counseling. The focus is on the future
personal and professional growth of the counselor.
At the beginning of the training program, students are asked to
keep a journal detailing significant learnings that occur to them. This
the studentjwith a greater understanding of their own emergence
as counselors. Also, at the beginning of the training program students
are given an annotated bibliography. This is a list of relevant publi-
cations that are inexpensive and available in general bookstores
.
CHAPTER I V
DESIGN OF THE STUDY
Having developed the training curriculum my next step was to
explore ways of measuring the effectiveness of this mode of training.
It soon became clear that the task of measuring effectiveness involved
some rather complex research problems. The problems involved in con-
ducting adequate research into the effectiveness of counselor educa-
tion programs will be discussed in Chapter VI of this dissertation.
After consultation with the Dissertation Committee members it was de-
cided that our research efforts should be directed towards an evalua-
tion of the training design itself. The instruments developed to carry
out this evaluation are described in this chapter. The sample and set-
ting for this study is also described. Therefore, this chapter is
divided into the following principal segments: (1) research questions;
(2) development of instruments for formative evaluation; (3) additional
formative evaluation instruments; (4) instruments for summative evalua-
tion of training design; (5) sample and setting; and (6) s\immary.
Research Questions
The central research question for this study can be stated as
follows: to what extent was the training program, known as the ABCD
approach, effective in achieving stated objectives? This researcher
was also interested in discovering to what extent students who partici-
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pated in this training program developed an awareness of the role of
autobiographical influences in the formation of their personal ideology
about helping. I also hoped to find out if students participating in
the training program would, as a result of participation, come to ap-
preciate the basic tenets underlying the training design.
This study was designed to evaluate the ABCD approach to coun-
selor education. it aimed at exploring the effects of this approach on
students. More importantly, it sought to discern the extent to which
the curriculum achieved its objectives. In a general way, the study
attempted to evaluate an approach to counselor education that was both
experiential and systematic. In short, this study was designed to
critically evaluate a newly developed curriculum for counselor educa-
tion.
Development of Instruments for Formative Evaluation
Curriculum evaluation may be defined as the systematic collec-
tion of evidence to determine the amount or degree of change in indivi-
dual students. One of the uses of evaluation is to relate the actuali-
ties of student change to the stated formulations of changes sought.
Evaluation, if properly used, can give the curriculum developer and the
instructor the necessary information to make improvements . It should
provide the educator with the evidence he needs on the effectiveness
of the procedures he utilizes.
Every educator brings to the classroom certain assumptions
about what changes are desirable and possible. Explicit specification
of content and objectives define in part what the curriculum includes
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and what it is intended to accomplish. To some extent the objectives
will reflect the curriculum maker. The experimental training program
is based on certain assumptions and does, in fact, reflect the educa-
tional philosophy of its author.
In both curriculum making and teaching there is the act of
breaking a subject or a set of behavioral objectives into a series of
tasks and objectives. If this is done properly, it will result in stu-
dents developing the cognitive and affective characteristics which are
the intended outcome of the educational process.
Bloom, Hastings and Mandaus (1971) draw a distinction between
summative and formative evaluation. Summative evaluation has as its
goals grading or certifying students. Generally, summative evaluation
takes place at the end of the course of instruction. Since it implies
an element of judgment, it frequently produces anxiety and defensive-
ness on the part of students.
The term formative evaluation was first used by Scriven (1967)
in connection with curriculum development. Scriven views formative
evaluation as the collection of evidence during the construction and
trying out of a new curriculum in such a way that revisions of the
curriculum are based on this evidence. The negative effect associated
with traditional summative evaluation is reduced here because students
and teachers make the judgments. Formative evaluation, as the name im-
plies, intervenes during the formation of the student. Usually it takes
place at the end of each unit of training.
Scriven has proposed the use of formative evaluation by curricu-
lum makers. He recommends that they try out their proposals with se-
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lected samples of students and teachers and that they receive evidence
of the effectiveness of the curriculum. This kind of try-out process
was particularly appropriate for this study, since the methodology was
new and had not been tested in the classroom. Formative evaluation
allows the curriculum maker to test hypotheses and hunches about
specific aspects of the curriculum. At the beginning of the training
program, students were asked to join in a collaborative endeavor in
evaluating the effectiveness of this experimental design.
Formative evaluation involved the following steps
:
1. Development of Table of Specifications;
2. Development of questionnaires for each unit of instruction;
3 . Administration of questionnaires
;
4. Evaluation of results.
For formative evaluation it was necessary to analyze the com-
ponents of each of the fourteen units of training. The development of
formative evaluation instriaments called for a clear, precise statement
of specific objectives. The list had to be expressed in operationalized
terms. Bloom et al. suggest that the content and behaviors which the
educator hopes will resul t from the training unit be placed on a Table
of Specifications. The content of the unit is placed on one axis of
the matrix and the operationalized objectives on the other axis.
As a step towards formative evaluation of the training pro-
gram, I wrote a detailed "Training Guide" to be used in the implementa-
tion of the program. This Guide specified the objectives for each unit
of training. Also listed were the specific activities planned to
achieve these objectives. My next step was to develop a simple ques-
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tionnaire for each unit. The questions listed related to the objec-
tives of the unit. Since participants would be asked to complete the
questionnaire fourteen times during implementation of the training pro-
gram, I considered it important that the questionnaire not be overly
cumbersome or time-consuming. The same basic format was used to evalu-
ate each unit.
The first question referred to the didactic portion of the unit
' and asked the student in a general way if he had understood the major
points of the presentation. The second question served as a corrective
to the first in that it asked the student to specify learnings from
the presentation. The third and fourth questions referred to the ex-
periential part of the unit. The third question asked the student in a
general way if he had learned certain skills from the exercise. The
fourth question served as a corrective of the third by asking the stu-
dent to specify two things he had learned as a result of participation
in the exercise. The fifth question asked students to indicate their
level of satisfaction with the unit, with a choice of stating "not
satisfied," "satisfied," or "very satisfied."
Of critical importance for formative evaluation is the need to
get feedback on the weaknesses or deficiencies of the training program.
In order to get this data, I included space on the questionnaire where
students could make two specific recommendations for improving the
unit of training. This made it possible for students to comfortably
critique the unit without having the feeling that they were negative
or overly critical. At the end of the questionnaire space was provided
for students to make any comments on the training unit that they wished
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to make. Formative evaluation yields data that can be used by the cur-
riculum maker to make adjustments during actual implementation of the
training design. In implementing the ABCD program of training, I made
adjustments in the content and activities of certain training units as
a result of data supplied by students. In each case, the questionnaire
was revised to reflect these changes.
Other Instruments Used for Formative Evaluation
the purposes of formative evaluation, data can be collected
from a variety of sources. In implementing this training program the
author recorded his observations at the end of each section of train-
ing. Selected group discussions of the learning experience were tape
recorded for review at a later date. The following instruments were
also used.
Personal description rating scale . No matter what training methodology
is used the instructor plays a significant role in terms of outcome.
Rogers (1951) emphasized the need for counselor educators to provide
for their students the same "necessary and sufficient" conditions as are
required for effective counseling. Without taking a position on the
scientific validity of these conditions, it was decided that they pro-
vided a good general guideline for the trainers in implementing the
training program. We were anxious to see if students perceived us as
exhibiting these "conditions." Since we did not have an instrument de-
signed specifically to measure the presence or absence of these condi-
tions it was decided to use Hawley and Hawley's Personal Description
76
Rating Scale
. It was hoped that the ratings by students would give
some indication as to the extent that trainers demonstrated "emphatic
understanding" and "unconditional positive regard" while being "con-
gruent or genuine .
"
Questionnaire on select features of the workshop
. As part of the effort
to collect data on the strengths and weaknesses of the training design
students were invited to give 'feedback' on a number of special features
of the workshop at the end of training
. The questions were open-ended
and students were asked to respond in their ov/n words
. It was hoped
descriptive responses to these questions would give some sense
of how students experienced the training program.
Follow-up questionnaire on factors affecting outcome
. During the dis-
cussion at the end of the workshop a number of students suggested that
they were too close to the learning experience to have a clear perspec-
tive on the strengths and weaknesses of the training design. Because
of the intensity of the experience they needed time to process what
happened. With these considerations in mind it was decided to send
participants a follow-up questionnaire. On the basis of a preliminary
evaluation of the data supplied by students at the end of training
units a laundry list of factors that seemed to have affected outcome--
either positively or negatively—was compiled. The list contained
thirty-two items and space was provided for students to write in other
factors that they considered as having an effect on the outcome of the
workshop. Students were given the following five choices for responding
to each item: "very positive effect," "positive effect," "no effect,"
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negative effect," and "very negative effect." a copy of this list of
factors was mailed to all seventeen students two weeks after completion
of the workshop. Fifteen students responded. The number of students
responding is rather impressive in light of the fact that this ques-
tionnaire was not part of the ’contract' with students and no follow-up
attempts were made at encouraging a response.
Development of Instruments for Summative Evaluation
While we have indicated above that the major focus of this
study centered on formative evaluation of a new training methodology,
we were also interested in finding out how this training affected the
thinking and acting of participants.
and post interpretations of autobiography
. Since the core of the
ABCD method of training centers on the influence of autobiographical
experiences and the style and theory of the student, it was hypothesized
that students would acquire a deeper awareness of the impact of these
experiences on their personal theory of counseling. I attempted to get
some sense as to the extent that this happened in the following manner.
At the beginning of the training program, students were asked to write
a 'controlled' autobiography. It was 'controlled' in the sense that
its dimensions were suggested by the instructors. Students were asked
to simply list significant events and significant others of their past
life. It was suggested that they begin with childhood and work forward
to present time. Students were then asked to write an interpretation
of the autobiography, indicating which significant events or significant
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others, if any, had influenced their ideas about people and about how
people can be helped. Students were again asked to write an inter-
pretation of the autobiography at the end of the training program.
In developing this measuring device, it was hoped that a com-
parison of pre and post interpretations would yield some data on the
possible deepening of awareness of the influence of autobiographical
experiences on personal theory and style of helping as a result of the
training program. I should say I had a rather tentative attitude to-
wards this device before the training program. My past experiences as
an educator suggested that students would be extremely reluctant to
share data of such a personal and sensitive nature at the beginning
of the training program. I was also aware that it would be extremely
difficult to measure any change in level of awareness—especially in
li^ht of the fact that training would take place over a very short
period of time. After consultation with dissertation committee mem-
bers, it was decided to wait until after the experiment before deciding
on a method of content analyzing the pre and post interpretations.
Counseling assumptions change scale . Autobiographically-Based Counselor
Development cjuestions some generally held assumptions about how people
become effective counselors. It questions some general assumptions
about the kinds of training and education required in order to be an
effective counselor. I was curious to know if the training program
would result in a significant change in attitude on the part of partici-
pants. Stated in other terms, I was curious as to the extent partici-
pants would come to appreciate the basic tenets of the ABCD approach as
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a result of the learning experience.
In an attempt to get some sense of the extent to which partici-
pants came to appreciate these basic tenets, I developed the Counseling
Assumptions Change Scale . This instrument contains forty-four state-
ments on the subject of how people become effective counselors and the
kind of training that is most effective. Half of the statements on the
Scale represent the traditional view with its emphasis on formal train-
ing in psychology, professional credentials, etc. The other twenty-
two statements represent the ABCD view, with its emphasis on process-
ing past experiences, cultivating natural helping skills, developing a
personal theory of counseling, etc.
The original draft of the Scale was administered to several
groups of graduate and undergraduate students at the University of Mas-
sachusetts. The feedback on the first draft indicated that the wording
of several statements represented a bias in favor of the ABCD approach.
These statements were reworded in an attempt to eliminate the bias
.
The revised Scale was then administered to a group of thirty people
that included professional therapists, paraprofessional counselors,
students, and lay people. The recommendations of this group were in-
corporated in the version of the Scale used in the experiment.
The Scale was administered at the beginning and the end of
the learning experience. Participants had five options in reacting to
each statement on the scale: "I strongly agree," "I agree," neutral,
"I disagree," and "I strongly disagree." While the reliability and
validity of the Counseling Assumptions Change Scale are not established.
we did hope that a comparison of pre and post responses would give us
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some indication as to the extent students came to appreciate the basic
tenets of the ABCD approach. A copy of the Scale can be found in
Appendix C of this study.
Sample and Setting
Seventeen students participated in the training program which
was held February-March of 1978. Participants were recruited in the
following manner. Letters announcing the workshop were sent to a se-
lect number of human service agencies and institutions within a twenty-
five mile radius of Amherst, Massachusetts. All the agencies and in-
stitutions selected utilized the services of paraprofessionals
. Since
I also wanted to attract lay people to the workshop, a notice an-
nouncing the workshop was placed in a local newspaper. Of the seven-
teen people who signed up, one was unable to attend the first section
of the workshop due to influenza. All seventeen students participated
in the second and third sections of the workshop.
The group consisted of fifteen women and two men. Two other
men had planned to participate, but weekend responsibilities at their
respective agencies made it impossible for them to attend. The age of
group members ranged from twenty to fifty-seven, with seven members in
the over-thirty age bracket. An idea of the diversity of this group
can be gained from the following data: three members of the group held
professional positions, five were employed as paraprofessional coun-
selors in community programs, three combined undergraduate study with
bilingual counseling on a college campus, two were office workers, three
were unemployed and one worked as a Spanish tutor. Out of the group.
81
ten had a college degree, four had some college credits, and the other
three had completed high school. Twelve students indicated that they
had at some time taken a course in psychology. Fifteen of the seven-
teen participants indicated that they had had the experience of coun-
seling people at some time or another. Three members of the group
were members of the Hispanic community, one was black, and one was a
citizen of the Federal Republic of Germany.
As indicated above, this research project developed in somewhat
of an organic manner. I tried to flow with developments rather than
trying to prescribe exactly what would happen at each stage of the pro-
ject. This kind of openness led to the decision to use two trainers/
facilitators in implementing the training program. After completing
the Training Guide it became apparent that the kind of learning ex-
perience envisioned could best be implemented using two leaders rather
than one. A former colleague from the days when I directed a community
mental health program was asked if she would co-lead the workshop. This
woman, Ms. Patricia McCool, enthusiastically subscribed to the training
methodology and accepted the invitation to participate in its implemen-
tation. In choosing Ms. McCool I had in mind her experience of working
in a variety of settings. More importantly, I knew that we could work
together without the kind of competitiveness that would have been coun-
terproductive in terms of our objectives.
Before each section we engaged in a detailed discussion of each
unit of training and developed clarity in our respective roles. We
used the times when students were involved in exercises to engage in
ongoing process of the workshop. Time was spent after each section
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evaluating our respective roles. In short, it was a collaborative re-
lationship where communication was spontaneous and always supportive.
The workshop was held in the Campus Center at the University of
Massachusetts. The room was carpeted and somewhat less formal and less
sterile than the typical classroom. One particular advantage of the
setting was the availability of carpeted corridors and lounges so
students could readily find private space for the various exercises.
The first section of the workshop was held from 9:00 a.m. to
6:00 p.m. on Saturday, February 18, 1978. As indicated above, we
planned to offer the second section of the workshop on the following
weekend with three units of training to be offered on Saturday and three
units on Sunday. Since a number of participants indicated during the
first session that the two-day weekend would be a hardship for them it
was decided to offer the entire six units during one extended day of
training. This change involved some modification in the time allotted
for each unit of training. The second section of the workshop was im-
plemented on Saturday, February 25, 1978, from 9:00 a.m. to 9:00 p.m.
The third section of the workshop was held between 9:00 a.m. and 6:00
p.m. on Sunday, March 5, 1978.
Siommary
In this chapter the variety of instruments used to evaluate
the training program was described. The sample and setting for this
study were also described. In the next chapter the data collected dur-
ing the experimental training program will be reported.
CHAPTER V
RESULTS OF STUDY
The instruments used to evaluate the training program have al-
been described. The major instrument used was a guestionnaire
administered at the end of each training unit. Data from this instru-
ment are reported in detail in the first section of this chapter. At
the end of training students responded to a questionnaire on different
aspects of the training design and these data are reported in the second
section of this chapter. Students evaluated the instructors using
the Personal Description Rating Scale. Scores on this instrument are
included. Also included are the ratings of students on a follow-up
questionnaire. Finally, two instruments were used to determine to what
extent training had affected the awareness and attitudes of students.
Data from these instruments are reported in the section devoted to
summative evaluation. Therefore, this chapter will be divided into
the following principal segments: (1) formative evaluation of training
units; (2) evaluation of select features of training design; (3) Per-
sonal Description Rating Scale; (4) rating of factors affecting out-
come; (5) summative evaluation of training program; and (6) summary.
Formative Evaluation of Training Units
As already indicated the first four questions on the instruments
for evaluating individual training units were aimed at measuring the
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extent to which instructional objectives were achieved. Correct re-
sponses to those questions dealing with the students' specific learn-
ings were tabulated and those data are presented on a Table of Specifica-
tions for each of the three major sections of the training model. The
fifth question on the questionnaire asked students to indicate their
level of satisfaction with the training unit. Responses on this ques-
tion for all fourteen training units are presented in Table 1.
First section of training program
. Correct responses to questions deal-
ing with specific learnings for the four Section I training units were
tabulated and these data are reported in Table 2.
After sharing refresliments students sat in a circle around the
room. Introductions consisted of each person sharing a few comments on
the kinds of things they were currently involved in. No effort was
made to create 'instant' intimacy. Copies of the hand-out materials,
including the annotated bibliography, were passed out. Students were
given an overview of the activities scheduled for the first day of
training. The instructors told the students they did not want to in-
volve them in any activity that seemed "unsafe" and suggested that
participants let them know if any exercise was uncomfortable. Students
completed the Counseling Assumptions Change Scale. Students were then
asked to write the 'controlled' autobiography and the interpretation
of this autobiography. To facilitate this exercise I used my own life
as an illustration. Because of scheduling concerns a fixed amount of
time was allotted for both the C.A.C.S. and the autobiography. The
instructors described the advantages of keeping a journal and asked
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TABLE 1
Responses of Students Indicating Level of Satisfaction
With Individual Training Units
Section I Section II Section III
Unit 1 2 3 4 1 2 3 4 5 6 1 2 3 4
Level of Satisfaction
Satisfied 11 11 14 8 12 12 7 10 12 11 7 11 6 5
Very Satisfied 5 5 2 8 5 4 10 7 4 6 10 5 11 12
Not Satisfied 1 1
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students to record significant learnings throughout the duration of the
workshop.
Training Unit I. The presentation consisted of a description
of how autobiographical experiences influence the helping style of the
counselor. The central idea presented was that people learn from ex-
perience. For the experiential part of this unit students divided in
pairs to explore how they had been helped by others in the past. We
suggested that students begin at the childhood stage and work forward
to the present. The instructors gave a five-minute demonstration of
this exercise. In order to avoid the anxiety-producing situation of
having to select a partner the instructors suggested that each student
pair up with the person on their right-hand side. It should be noted
that the instructors specified the groupings for all subsequent exer-
cises throughout the workshop. The instructors asked students to fol-
low an equal time norm for all exercises. For this first exercise
each student had fifteen minutes for exploration with the partner
serving as a supportive listener. After the dyadic discussion the en-
tire group, using newsprint, made a laundry list of the ways they
had been helped in the past. The list consisted of adjectives that
described the ways the helpers had helped. This list and subsequent
lists of a similar kind were displayed on the walls of the conference
room so that students could use them for reference throughout the work-
shop.
Evaluation. Under recommendations for improving this training
unit several students suggested that more time be allotted for the
exercise
.
This recommendation was to become somewhat of a recurring
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theme in subsequent evaluations. One student suggested that the in-
structors specify that students team up with students they did not know
prior to the workshop for the exercises. This recommendation was in-
corporated in the instructions for subsequent exercises. A few students
recommended that more time be set aside for group members to become
better acquainted. Under general comments most students stated that
this unit of training provided them with a personally rewarding experi-
ence. Two students said they liked the fact that the instructors gave
examples of what was expected of students.
Training Unit II . The presentation focused on the conditions
for effective counseling. The "necessary and sufficient" conditions as
defined by Carl Rogers served as a starting point for a group discus-
sion of the conditions individuals in the group considered important
for effective counseling. Using newsprint a "laundry list" of the con-
ditions group members considered important was compiled. For the ex-
periential part of this unit students again worked in dyads. This time
each member of the dyad took fifteen minutes to explore the ways he had
helped others in the past. The instructors suggested that this ex-
ploration begin with childhood years and work forward to present time.
After the exercise group members, using newsprint, compiled a list of
adjectives that described characteristics of their helping style.
Evaluation. Under recommendations for improving this training
unit two students suggested that the didactic part of the unit contain
more demonstrations and/or examples. In passing, I would like to note
that the instructors made a deliberate attempt to follow this recom-
mendation for the second and third sections of the workshop. Several
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students recommended that more time be set aside for the exercise. One
student recommended that the didactic and experiential parts of the
unit relate to a single topic. It became clear from subsequent com-
students that the combination of these two components in the
design caused some confusion on the part of participants. Under general
comments several students stated that this training unit had led to in-
creased self-awareness and self-knowledge.
Training Unit III . The presentation consisted of an elaboration
of the major ideas presented in Training Unit I. Examples showing how
culture, environment and personal experiences had influenced the for-
mulations of distinguished psychologists were given. Students were
introduced to the notion of a personal theory of counseling. For the
experiential part of this unit, students worked in foursomes. Members
of the foursome shared with each other some of their basic assumptions
and convictions about people and about how they can be helped. Thirty
minutes were allotted for this exercise. The session ended with a ten
minute group discussion where students gave their reactions to the
exercise.
Evaluation. A variety of recommendations were given for im-
proving this training unit. Several students commented that they en-
joyed working with new people from the group during the exercise and
recommended that we change the composition of groups for each new exer-
cise. Two students recommended more time for group process at the
end
of each session. Again there was the suggestion that the didactic
and
experiential components of the unit focus on a single topic or be
pre-
Under the heading of general comments two studentssented separately.
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indicated that they were suffering from "overload" and would like more
time to absorb all the ideas going around. Two students mentioned the
fact that the presentation had clarified for them the material covered
in Training Unit I.
Training Unit IV. The instructors described the norms to be
followed in case-method discussion. They outlined the kinds of learn-
ing that could result from the kind of activity. The importance of
developing analytical skills for evaluating counseling sessions was
stressed. The use of supervision as a means of facilitating counselor
growth and development was described. An audiotape of an actual coun-
seling session was played. Since I was the counselor on the tape the
case-method discussion was moderated by Ms. McCool and I remained a
silent observer. The tape was stopped at critical choice points and
students explored the range of possible interventions and the conse-
quences of such interventions. For the experiential section of this
unit students continued the exploration of their basic assumptions and
convictions about helping people. They worked in the same foursomes
as in Training Unit III. For this exercise the instructors suggested
that students begin to look at the autobiographical origins of their
assumptions and convictions. Students were given thirty minutes for
this exercise.
The first section of the workshop ended with students spending
thirty minutes processing the day-long learning experience. Students
were asked to read as many of the handouts as possible before the next
section of the workshop. The handout material covered all major topics
covered. For 'homework' students were asked to continue reflecting on
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the autobiographical origins of their convictions about helping people
and to record the result of these deliberations in their journals.
Evaluation. At the bottom of the evaluation form for Training
Unit IV students were asked to comment on the first day of training.
All comments were positive. In general students described the first
day as both enjoyable and interesting. One student said she liked the
fact that the group shared lunch together. Several students made refer-
ence to the fact that they had gotten in touch with their own resources
as counselors. Three students singled out discussion of the tape as
being especially helpful. A few students indicated that they felt very
comfortable with the other members of the group.
Second section of training program . Correct responses to questions
dealing with specific learnings for the six Section II training units
were tabulated and these data are presented in Table 3.
Training Unit I . This session began with a review of the high-
lights of the first section of the workshop. Students were given an
overview of activities planned for the second section. The presenta-
tion was devoted to a description of the techniques used by the psycho-
analytic school of counseling and psychotherapy. Students related
these techniques to the techniques they had found helpful in counseling
people. The experiential part of this unit involved students' prac-
tice counseling in dyads. For this exercise the instructors suggested
that the person who was 'client' discuss a real-life but light issue.
It was suggested that the 'counselor' concentrate on attentive and sup-
portive listening. The instructors urged participants to follow the
ion
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‘equal time norm. For this exercise students had ten minutes for the
role of counselor. It was suggested that members of the dyad spend
five minutes giving each other supportive feedback. The session ended
with a group discussion in which members shared what it was like to be
in the role of coionselor.
Evaluation . Recommendations for improving this training unit
iricluded the suggestion that more time be allotted for the exercise.
Again there was a recommendation that didactic and experiential com-
ponents be separated to avoid confusion. One student suggested that the
presentation could be improved by a demonstration of the techniques
described. General comments for this session focused on the practice
counseling and students said they found this activity to be a rewarding
learning experience. One student said she found the group discussion
after the exercise to be helpful and another commented favorably on
what she described as the relaxed atmosphere of the workshop.
Training Unit II . The didactic part of this unit was devoted
to the techniques used by the learning theory "school." Members of
the group identified those techniques which they found to be useful
in their work with people. The experiential part of this unit involved
a practice counseling session similar to the practice counseling session
described for Training Unit I of this section. Each member had fifteen
minutes for the role of counselor and it was suggested that five
minutes at the end be devoted to supportive feedback. The session
ended with a brief group discussion of the exercise.
Evaluation. Recommendations for improving this training unit
again included a suggestion that more time be set aside for the exer-
94
else. One student observed that the instructor had a negative bias to-
wards behavior modification and suggested that a guest speaker be in-
vited to cover the topic in future workshops. Under general comments
several students specified the group processing session after the
exercise as something they had found particularly helpful. A sugges-
tion was made that all units of training include more time for process-
ing at the end. One student said she would have liked to have heard
something about the ethical issues surrounding the use of learning
theory techniques. Finally, one student commented on the fact that she
was having a difficult time identifying any characteristics of her
helping style.
Training Unit III . The didactic component of this unit was
devoted to the techniques used by the humanistic school ' of counsel-
ing. Rogerian techniques were briefly described. This was followed
by a dramatization of a counseling session by the instructors. In
the dramatization the 'counselor' demonstrated a complete and total
lack of respect or empathy for the 'client.' A discussion followed
in which students identified those aspects of 'humanistic' counseling
which they felt comfortable with. For the experiential component of
the unit students worked in foursomes. Two members of the group were
involved in a practice counseling session similar to the sessions held
in Training Units I and II of this section. The other two members of
the group were process observers. The instructors asked the observers
to pay close attention to the practice session and to provide suppor-
tive feedback at the end of the exercise. Each member of the counsel-
ing dyad had ten minutes for the role of counselor and five minutes
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was allotted for feedback by the observers. The session ended with the
group spending a few minutes sharing reactions to the exercise.
Evaluation
. The popularity of the exercise was reflected in
the number of students recommending that more exercises using observers
be included in the design. One student recommended that we provide
students with the opportunity to role-play in front of the entire group.
This would provide opportunity for feedback from all group members.
Under the section for comments students again mentioned the use of ob-
servers for feedback in very positive terms. Several students singled
out the humorous aspects of the demonstration as something they particu-
larly liked.
Training Unit IV . This entire session was devoted to a discus-
sion of family therapy. A guest speaker outlined some of the techniques
used by family therapists. The interrelationships between different
family members were illustrated through a series of exercises. The ses-
sion ended with group members sharing how family members had influenced
their own thinking and behavior.
Evaluation . Under recommendations for improving this unit two
students suggested a role-play illustrating the work of the family
therapist and two students recommended that the instructor do a "family
sculpture" with the training group. These recommendations may have been
prompted in part by the fact that the instructors had earlier told the
group that this unit would include a demonstration of Sculpture Family
Therapy. The general comments included the suggestion that the presen-
tation contain demonstrations of practical strategies that could be
used in working with families. Students generally stated that they
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found the presentation to be interesting and enjoyable, but would have
liked to have had more specific information on techniques. Two members
of the group related the presentation to earlier discussions about the
autobiographical nature of counseling style.
Training Unit V. The major features of existential psycho-
therapy were described. This was followed by a group discussion in
which participants related the ideas presented with their own ideas
on relating with people. The experiential component of the unit in-
volved a continuation of the exercise used in Training Unit III. Mem-
bers of the foursome reversed roles with the observers becoming mem-
bers of the counseling dyad. Each member of the counseling dyad had
ten minutes for the role of counselor and five minutes was allotted
for observers to give feedback. The session ended with a brief group
discussion of the exercise.
Evaluation . The recommendations for improving the unit in-
cluded the suggestion that the presentation on existentialism be com-
bined with the presentation on humanistic approaches. Again, students
recommended more time for the exercise. Under general comments, several
students said they were suffering from fatigue. Two students said they
had trouble coming up with an issue for the practice counseling session
and attributed this to the fact that they were low on energy.
Training Unit VI . A guest speaker described the specific skills
identified in the microcounseling paradigm. The presentation also in-
cluded an overview of skills identified in other skill-training programs
including Parent Effectiveness Training (P.E.T.). The group discussion
provided students with an opportunity to identify those skills that
97
they felt they could comfortably integrate into their own style of help-
ing. No exercise was scheduled for this unit as the instructors antici-
pated that students would be suffering from fatigue at this stage.
The session ended with a short period of group sharing about
the day-long experience. For 'homework the instructors suggested
that students attempt to outline their personal theory of counseling.
Again it was suggested that the results of their private deliberations
be written into the journal.
Evaluation . Recommendations for improving this unit of train-
ing included the suggestion by several students that the specific
skills associated with microcounseling be illustrated by the use of
video-equipment. This recommendation may have been prompted in part
by the fact that the instructors had earlier told students that video-
equipment would be used in this session to illustrate specific skills.
At the end of the evaluation for Training Unit VI space was
provided for students to comment on the day-long experience. Most stu-
dents said that both the presentations and exercises had helped them
clarify the positive and negative aspects of their own style of coun-
seling. One student singled out the presentation on microcounseling
skills as particularly helpful. She said that since it transcended
theoretical orientations it helped her bring the learnings of the day
together. Four students made reference to the supportive atmosphere
within the workshop in their comments. Two students singled out the
exercises where observers were used to provide feedback as particularly
helpful. Finally, several students strongly recommended that the six
units of training that comprise the second section of the curriculum
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be presented over a two-day period.
Third section of training program
. Correct responses to questions deal-
ing with specific learnings for the four Section III training units were
tabulated and these data are presented in Table 4.
Training Unit I . The didactic component of this unit was de-
voted to Reevaluation Counseling. The techniques used in Reevaluation
Counseling were described. The instructor demonstrated R.C. techniques
with a volunteer from the group. Members of the group gave their reac-
tions and identified those techniques that they felt would be useful
to them in their work. The experiential component of the unit was de-
voted to co-counseling in pairs. The instructors again stressed the
'equal time' norm. Each member of the group had twenty minutes for
the role of counselor. It was suggested that the 'client' deal with
a real-life issue. The instructors suggested that the 'counselor' ex-
periment with R.C. techniques or any other techniques that appealed to
him throughout the workshop. Members of the dyad had ten minutes to
give each other feedback. The session ended with a brief group dis-
cussion of the exercise.
Evaluation . The recommendations for improving this unit of
training included a suggestion that more time be set aside for the
exercise. Several students said they had enjoyed working with a new
person during the exercise and suggested that students work with dif-
ferent people for each exercise. Under general comments four students
said they had enjoyed the demonstration of R.C. techniques. Three stu-
dents said they had gotten a lot out of the co-counseling session and
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two students expressed appreciation for the fact that more time had been
set aside for the exercise. Several students said they liked the R.C.
^PPJ^o^ch because it could be used for their own personal growth.
Training Unit II . This session was devoted to psychosynthesis.
A guest speaker described the basic constructs underlying this approach
to growth and development. The instructor involved students in a series
of exercises that were designed to give them an awareness of the influ-
ence of childhood experiences and to give them an understanding of their
own sub-personalities. During the group discussion following the
presentation students attempted to identify how their sub-personalities
affected their work as helpers.
Evaluation . Recommendations for improving this unit included
the suggestion that the presentation be simplified. One student recom-
mended that the presentation include some information on the practical
applications of the constructs. The general comments on this training
unit revealed the fact that students found the presentation to be very
interesting but somewhat abstract. Six students said that this session
had led to increased self-awareness. Students commented favorably on
the exercises introduced by the guest speaker . A few students said they
liked the self-growth orientation of the session. Three students noted
the fact that the ideas discussed were closely related to the ideas
discussed in the first section of the workshop. Finally, one student
said she thought that this presentation should be retained in the design
because it would help the counselor understand how he functions.
Training Unit III . The didactic component was devoted to case-
method discussion. The norms for case-method discussion were
reviewed.
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The instructors discussed the value of supervision and feedback. This
was followed by a case-method discussion of a videotaped counseling
session. The tape with a member of the group as counselor and the
author as client was made during the week prior to this section of the
workshop. Since part of case-method discussion involves participants'
to diagnose "what is happening to the client" it was felt that
I should absent myself from the room during the discussion. This
left students free to 'brainstorm without feeling uncomfortable. The
discussion was moderated by Ms. McCool who stopped the tape at "criti-
cal choice points." Students explored possible interventions and the
counsequences of such interventions.
The experiential component of this unit consisted of a thirty-
minute group discussion. Students shared what they had come to prize
about their way of helping as a result of the workshop. Using news-
print a list of adjectives describing the counseling theory of indivi-
dual students was compiled. We originally planned this exercise as a
one-hour discussion in foursomes but because of time constraints we
substituted the brief group discussion.
Evaluation . Recommendations for improving the training unit
included the suggestion to include more case discussions in the work-
shop design. One student recommended that students make audio or video
tapes of counseling sessions during the week prior to the last section
of the workshop. In this way all students could get feedback from the
entire group. Comments on this unit revealed the fact that students
found the discussion of the videotaped counseling session to be both
interesting and helpful. Several students stated that the discussion
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of the taped session had given them an appreciation for the number of
possible interventions in any given counseling situation, and a greater
awareness of the consequences of interventions. Two students in their
comments indicated that the discussion of the videotaped counseling ses-
sion had given them a clearer understanding of their own ways of help-
ing. The student who was 'counselor' on the videotape said she found
the feedback to be extremely supportive.
Training Unit IV . This session began with a review of the work-
shop by the instructors. The basic tenets of the ABCD approach were
reviewed. This was followed by a question-and-answer session in which
the instructors answered several questions that had come up throughout
the workshop. Most of these questions pertained to the care and treat-
ment of people with severe emotional problems. The instructors then
made some suggestions on ways and means of facilitating future growth
and development. The value of supervision was again stressed. Some
suggestions were made on self-care. Students were asked to complete
the Counseling Assumptions Change Scale and to write an interpretation
of the 'controlled' autobiography they had written at the beginning of
the workshop. Time limitations were placed on both these activities
because of time constraints. In addition to the regular evaluation of
the training unit students were asked to complete a questionnaire deal-
ing with their general impressions of the workshop. In addition, it
was suggested that students who had the energy anonymously complete
a scale rating the performance of instructors. The workshop ended with
an informal thirty minute session where students shared their feelings
about this learning experience.
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Evaluation. The majority of students in the group suggested
that the last session of the workshop be set aside for processing the
workshop experience. One student suggested that an hour be set
aside at the end of each day of the workshop for a bull session where
students and instructors could freely exchange ideas without a fixed
agenda. Several students commented on the lack of time for writing
the interpretation of the autobiography.
Before concluding this section on the evaluation of individual
units it should be pointed out that students seemed to view individual
units within the broad framework described in Chapter III of this dis-
sertation. For the purposes of formative evaluation I have focused on
each of the training units. The trainers endeavored to present these
units as part of an organic learning experience.
In this section we have described the data supplied by students
at the end of each of the fourteen training units. At the risk of being
tedious, we have described these data in considerable detail because we
believe they form the core of the formative evaluation we conducted of
the training design. These data will form the basis for some general
observations I will make on the strengths and weaknesses of the design
in the final chapter of this dissertation. In my efforts to get as com-
plete a picture as possible I also sought feedback from participants
using a variety of other measures. These data contribute to the forma-
tive evaluation endeavor and will be sxommarized in the following sec-
tions of this chapter.
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Evaluation of Select Featxires of Training Design
Data from the end of training questionnaires are presented here
with the understanding on the part of this researcher that it is not
empirical in the usual sense of that term. Hopefully it contributes
to our overall analysis of the training design.
At the end of the final training session participants were in-
vited to give their impressions of certain features of the workshop.
The questions were open-ended and students were asked to respond in
their own words. Before responding to specific questions students were
asked to write a few lines describing their general reaction to this
learning experience. Most students used the word "positive" to describe
their reactions. The expression "growth experience" appeared in the
comments of several students. Four students said the workshop had
increased self-confidence.
The first question asked students to list what they liked most
about the workshop. This question drew a variety of responses. Most
students referred to the atmosphere in which the training took place.
Among the adjectives used by students were the following: supportive,
relaxed, open, non-competitive, non-academic, and warm. Eight
students singled out the practice counseling sessions as something they
particularly liked. Case-method discussions were mentioned by six
students. Other aspects of the workshop listed were as follows: the
enthusiasm of the instructors, the variety of techniques described,
presentations by guest speakers, and diversity of students participat-
ing in the workshop.
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The second question asked the student what he would change in
this training program if he was instructor. The response to this
question indicated a general consensus in favor of a four-day learning
experience. Several students said they would allow more time for
processing—especially at the end of each day. Other things that people
would change were: eliminate presentation on existentialism because of
its complexity, encourage negative feedback, include a group discus-
sion on "assumptions about people," and separate didactic and experien-
tial components of the units.
In light of some of the concerns of some students regarding the
time set aside for exercises—a concern reflected in many of the unit
evaluations— I decided to include a question on this aspect of the work-
shop. Twelve students expressed the opinion that insufficient time was
allotted for exercises and five said that they considered the allotted
time to be adequate. This question drew a number of comments including
the comment by one student that what was needed was more time to proc-
ess the experience after the exercise. Students were asked to comment
on the ABCD approach with its focus on building on the autobiographical
experiences of the student. All students indicated that they liked
this approach to training counselors. Three students commented on the
need for the counselor to be aware of his convictions and assumptions.
It was suggested that this kind of awareness would serve as a founda-
tion for interpreting the theories and techniques of others
.
Students were next asked to give their general impressions of
the instructors. Students described them as supportive and enthusias-
tic. One student expressed the opinion that the instructors comple-
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merited each other. Three students perceived the instructors as being
actively involved in the actual learning experience. One student ob-
served that they were more "participants" than "teachers." Finally, a
student observed that the instructors seemed to become more confident
J^slaxed as the workshop progressed.
Since I considered creation of an atmosphere where it was safe
to talk about personal issues as a critically important factor in the
implementation of this training program, I included a question on this
aspect of the workshop. All students stated the opinion that the work-
shop was a safe place to discuss personal issues. Two students quali-
their responses by saying that the brevity of exercises was not
conducive to getting involved in a discussion of personal issues.
A major goal of the ABCD program of training is the develop-
ment of self-confidence on the part of the counselor. Students were
asked if the workshop experience had increased their self-confidence.
All the responses were positive. Three students said that discovery
of the skills they had prior to the workshop had made them feel more
confident as counselors. Three students attributed their increased
self-confidence to the positive feedback they had gotten in the work-
shop. One student said that discovery of the positive and negative
4
attributes of her counseling style had led to increased self-confidence.
Finally, students were asked if writing the journal had con-
tributed to the formulation of their personal theory of counseling.
Six students gave a 'yes' answer to this question. Several students
said they had not kept a journal. Since I did not include a question
on the annotated bibliography or the handout reading materials on the
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questionnaire I asked students at the last training session if they had
found these materials to be helpful. Most students said they had not
had an opportunity to read any of the publications listed in the
bibliography. About half the group membership said they had read the
handout materials and found them to be helpful.
Personal Description Rating Scale
Since students were quite tired at the end of the workshop and
had devoted a lot of time to completing various questionnaires we were
reluctant to present them with another ’instrument." Copies of the
Personal Description Rating Scale were placed on a side table and it
was suggested that those who had the 'energy' anonymously complete a
copy for both instructors. A few students decided to take copies of
the Scale home and return them later. In all fourteen of the seventeen
participating students completed copies for both instructors. Ratings
were averaged and rounded out to the nearest digit. While the valid-
ity or reliability of the instrument used has not been proven the
results clearly suggest that the instructors exemplified the kind of
"conditions" that Rogers talked about.
Student ratings of the author on the Personal Description Rat-
ing Scale are presented in Table 5.
Ratings of Factors Affecting Outcome
Ratings of the fifteen students responding to the follow-up
questionnaire were tabulated and these data are presented in Table 6.
Data supplied during the workshop suggested that the instructors
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TABLE 5
Student Ratings on Personal Description Rating Scale
Comfortable With Others 1 ©--3— 4— 5—6— 7-Uncomfortable With Others
Genuine—(I>-2~3—3—5—6—7—Artificial
Lenient—1—(D-3—4—5—6—7—Strict
Shows Feelings—(D-2—3—4—5—6—7—Hides Feelings
Accepts Suggestions—(i)-2—3—4—5—6—7—Rejects Suggestions
Responsible--©
—
2
—
3
—
4
—
5
—
6
—
7
—Irresponsible
Enthusiastic—©—2—3—4—5—6—7—Unenthusiastic
Influential
—
©
—
2
—
3
—
4
—
5
—
6
—
7
—Uninfluential
Relaxed— 1—2--©— 4— 5— 6— 7—Tense
Sincere--©-- 2
—
3
—
4
—
5
—
6
—
7
—Insincere
Undemanding— 1— 2
—
©
—
4
—
5
—
6
—
7
—Demanding
Outspoken— 1— 2— 3
—
©
—
5
—
6
—
7
—Reserved
Sympathetic
—
©
—
2
—
3
—
4-
-5
—
6
—
7
—Unsympathetic
Accepts Help
—
©--2
—
3
—
4
—
5
—
6
—
7
—Rejects Help
Reliable
—
©
—
2
—
3
—
4
—
5
—
6
—
7
—Unreliable
Active
—
©
—
2
—
3
—
4
—
5
—
6
—
7
—Passive
Well Adjusted
—
©
—
2
—
3
—
4
—
5
—
6
—
7
—Maladjusted
Demonstrative— 1— 2
—
©-4
—
5
—
6
—
7
—Undemonstrative
Constructive
—
©--2
—
3
—
4
—
5
—
6
—
7
—Destructive
Thorough—©--2— 3— 4— 5—6— 7—Careless
Competent—©— 2— 3— 4— 5—6— 7—Incompetent
Involved
—
©
—
2
—
3
—
4
—
5
—
6
—
7
—Uninvolved
Unworried— 1— 2— 3
—
©—5
—
6
—
7
—Anxious
Frank and Open
—
©
—
2
—
3
—
4
—
5
—
6
—
7
—Evasive
Considerate
—
©
—
2
—
3
—
4
—
5
—
6
—
7
— Inconsiderate
Accommodating
—
©--2
—
3
—
4
—
5
—
6
—
7
—Stubborn
Dependable
—
©— 2
—
3
—
4
—
5
—
6
—
7
—Undependable
Informed
—
©
—
2
—
3
—
4
—
5
—
6
—
7
—Uninformed
Interested
—
©-- 2
—
3
—
4
—
5
—
6
—
7
—Unconcerned
Optimistic— 1
—
©--3
—
4
—
5
—
6
—
7
—Pessimistic
Directive— 1— 2— 3
—
©—5
—
6
—
7
—Nondirective
Happy— 1--©-- 3— 4— 5— 6— 7—Sad
*
This rating scale was adapted from Hawley and Hawley s A
Handbook of Personal Growth Activities for Classroom Use.
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TABLE 6
Student Rating of Factors Affecting Outcome of Workshop
Very
Positive
Effect
Positive
Effect
No
Effect
Negative
Effect
Very
Negative
Effect
1. Self-disclosure
by instructors
2. Presentations by
^instructors 6 2
3. Demonstration/modeling
by instructors 3 1
4. Interaction between
both instructors 2 1
5. Instructions/direc-
^
tions by leaders 8
6. Respect by instructors 12 3
7. Genuineness on part
of instructors 3
8. Understanding on part
of instructors
3
9. Focus on personal
^
style of participents
6
10. Emphasis on growth
and self-care
4 1
11. Focus on creating an
atmosphere of safety
to talk about personal
issues
4
12. Effort to help each
student define his/her
^
personal theory of
counseling
6
13. Emphasis on positive
feedback
5
14. Use of guest speakers 9 5 1
15. Small group discussions 9 6
16. Large group
discussions
5
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TABLE 6 (continued)
Very
Positive
Effect
Positive
Effect
No
Effect
Negative
Effect
Very
Negative
Effect
17 . Variety of topics
covered 3 7 4 1
18. Writing autobiography 5 5 4 1
19. Case-method
discussions 13 2
20. Journal of personal
learnings 4 5 6
21. Evaluation of training
sessions 2 7 3 3
22. Absence of examina-
tions 4 2 9
23. Absence of required
reading or writing
assignments
2 3 8 2
24. Sharing of refresh-
ments during workshop 10 3 2
25. Set up of conference
room (physical
environment)
3 6 3 3
26. Preparation for work-
shop (logistics) 6 7 2
27. Design of workshop (3
weekends rather than
14 weekly classes)
9 3 1 2
28. Length of training
session (approx.
1 1/2 hours)
2 6 3 4
29. Hand-out reading
materials 5 8 2
30. Fact that students
attended on their
' own ' time
8 4 2 1
31. Cost of workshop (do-
nation for expenses) 8
2 5
32. Composition of group
(diversity of par-
ticipants)
10 3 2
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had played a significant role in terms of outcome. The first eight
items on the list referred to the role of the instructors. Students
gave all these factors very high ratings. In fact, "self-disclosure
by instructors" was the only item on the list to be rated as having a
positive effect on outcome by all fifteen respondents.
Items nine to thirteen on the list spoke directly to the main
tenets of the ABCD approach to training. Ratings on these items con-
firmed data collected during the workshop.
Items fourteen to twenty-three addressed specific aspects of
the training design. It should be noted that the item listed as "small
group discussions" was vague. It referred to the dyads and foursomes
used for exercises but this was not clear to all students.
On the basis of the personal observations of the author and
the data supplied by students during the workshop a number of factors
considered as having an indirect effect on outcome were included.
Items twenty-four to thirty-two refer to these factors. Several stu-
dents found item twenty-seven in this category to be particularly con-
fusing. A few students qualified their responses on this item by stat-
ing that while they liked the workshop format they would have pre-
ferred four rather than three days of training.
None of the students responding listed specific additional fac-
tors in the space provided at the bottom of the questionnaire. Students
did, however, use this space to write some retrospective comments on
the workshop experience. The following comments expressed the senti-
ments of several students: "In retrospect my strongest suggestion would
be to leave the three-weekend format but use both Saturday and Sunday
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of the second weekend (total of four days as originally planned)
. i was
simply too exhausted to contribute much by the end of that long day (on
the second weekend) and feel that I would have gotten more from a two-
day weekend. I think that people realize the time and effort which
must be expended when they agree to participate in such a workshop.
Also the weekend setup is ideal for many working people . " Several stu-
dents commented on the evaluations and said they found them to be some-
what cumbersome. Most students commented on the atmosphere that exist-
ed within the workshop. The following comment was typical of the feed-
back given: "An atmosphere of warmth and openness permeated the work-
shop, which increased the amount and quality of learning. Also, the
instructors' concern and interest increased learning."
The graphic illustration of the data just described suggests
that students saw a variety of factors as contributing in a positive
way to the outcome of the workshop. The positive orientation of these
data is partly accounted for by the fact that many of the items se-
lected were based on positive data supplied at an earlier stage by
students. This survey of student opinions tends to confirm the feed-
back given by students during the implementation of the training pro-
gram.
Summative Evaluation of Training Program
The two instruments used for summative evaluation of the train-
ing program have already been described. The reader is reminded that
the reliability and validity of these instruments has not been estab-
lished. Clearly, the major goal of this study was to collect the data
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needed for improving the training design. It is for this reason that
I focused on formative evaluation. In using pre and post instruments
I hoped to get some information on how the training program had affected
the attitudes and ideas of students.
The first of the siammative evaluation instruments was the
Counseling Assumptions Change Scale (C.A.C.S.). Students completed a
copy of the Scale at the beginning and at the end of the training pro-
gram. Complete pre and post data was collected for sixteen of the
seventeen participants . The second of the summative evaluation instru-
ments used was the 'controlled' autobiography with its pre and post
interpretations. Students were asked to write an autobiography with its
pre and post interpretations . Students were asked to write an auto-
biography at the beginning of the training program. They then wrote
an interpretation of the autobiography. A second interpretation of the
autobiography was written at the end of the training program. Complete
pre and post data was collected for fourteen of the seventeen partici-
pating students.
Treatment of Counseling Assumptions Change Scale . In order to treat
the data I first converted the scores from discontinuous to continuous
numbers. The original scores ranged from -3 to +3. The converted
scores ranged from +1 to +5 . As already indicated the statements on
the Scale reflected two distinctive points of view. Twenty-two state-
ments on the Scale reflected two distinctive points of view. Twenty-
two statements expressed a fairly standard view about how people be-
come counselors and about what it takes to be an effective counselor.
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For the sake of clarity I will refer to this group of statements as
the "traditional view." The second group of twenty-two statements re-
flected the views on how people become counselors and what it takes to
be an effective counselor that are expressed in this dissertation. We
will refer to these statements as the "ABCD view."
The pre and post scores for each student on statements favoring
the traditional view were tallied. These data are presented in Table 7.
Differences between pre and post scores were calculated for each stu-
dent. The direction of this data was very clear from the scores. Sup-
port for the traditional view had decreased at the end of training.
Wilcoxon's Signed Rank's Test (1945) was used to measure differences
between pre and post scores. Langley (1971) has suggested the use of
this test where one sample group is used on different occasions. The
test depends on the fact that if there is really no significant differ-
ence between two sets of paired measurements, any chance differences
which are present ought to consist of about equal numbers of plus and
minus differences. But this test takes into account not only the di-
rection of the differences, but also the size of the differences be-
tween matched pairs, and this feature increases sensitivity of the test
to a point where it compares very favorably with the more complicated
T-test. Wilcoxon's Signed Rank' s Test indicated that the probability
of the differences occurring by chance were less than 1%. Again, we
established a statistically significant difference between pretest and
posttest scores.
The reader is asked to view these findings with a measure of
caution. The validity and reliability of the C.A.C.S. has not been
student
Scores
on
C.A.C.S.
Items
Favoring
Traditional
Views
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established, a letter sent to participants prior to the training pro-
gram describing the ABCD approach could have affected scores. The
findings suggest that as a result of the training program students de-
veloped a greater appreciation for our basic formulations on counselor
growth and development.
Treatment of autobiographical interpretations
. In asking students to
write pre and post interpretations of the 'controlled' autobiography
our hope was that a comparison of interpretations would yield some data
on the possible deepening of awareness of the influence of autobiographi-
cal experiences on the students' ideology of helping. Since this was
a rather novel approach to measuring self-awareness, it was decided,
^fter consultation with members of the Dissertation Committee, to post-
pone a decision on a method of content analyzing the data until after
the training program. It was felt that the raw data might suggest
some method of treatment. We talked about using some developmental
schema, such as Weinstein's Self-Knowledge Theory (cf. Tamashiro)
,
as a
yardstick to measure change. It should be noted that training was
originally planned as a semester-long learning experience. The fact
that training took place over a two-week period reduced the possibility
of the kind of change that could be detected by using some developmental
schema.
A colleague of the University of Massachusetts examined the raw
data with a view to content analyzing the material using Self-Knowledge
Theory. It was her view that the data was not suitable for this kind
of treatment. Self-Knowledge Theory calls for the rating of descrip-
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tive statements to determine the level of awareness on self-knowledge.
An examination of the raw data revealed the fact that most pretest
interpretations were written in cryptic terms using "laundry list"
format. Typically, students related a past experience to their ideas
on people and helping people in a short impersonal phrase. The follow-
ing examples illustrate this point: "quitting drugs—man is free,"
"mother compassion," "Bill—how to love and be loved." There was
little 'ownership' in most of the interpretations. In order to expedite
the writing of the autobiographies students were asked to simply list
significant others and significant events from the past. It would ap-
pear that this 'laundry list' format carried over to the writing of
the pretest interpretations. The impersonal and cryptic nature of the
pretest interpretations may also be attributable to the fact that very
little 'safety' existed in the group when they were written. It is
my view that this instrument could yield data suitable for analysis
using developmental criteria if students were asked: (a) to describe
the same set of experiences in both interpretations , and (b) to write
these interpretations in essay form.
It is clear from the raw data that students connected a greater
number of past experiences to their ideas on people and helping in
the post test interpretations. The number of pretest and posttest
experiences for each student is presented in Table 9. The reader will
note that the initials for each student were changed to preserve the
anonymity of participants.
The data in Table 9 reveal a wide variation in the number of
experiences interpreted by different students. This may have resulted
Number
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Experiences
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Students
as
Having
an
Effect
on
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from the ambiguity of instructions given participants. At the end of
training some students chose to add to the list written at the begin-
ning of training while other students chose to reinterpret experiences
already described in the pretest. A number of students revealed highly
significant experiences for the first time in the post-test interpreta-
tion. In general, the interpretations at the end of training revealed
more ownership than the original interpretations. We can only
speculate as to whether this change was a result of the student feeling
'safe' or was a consequence of the learning experience. For whatever
the reason, students at the end of training chose to interpret past ex-
periences in greater detail and with greater candor than they did at
the beginning of training.
I will conclude this discussion of the autobiographical inter-
pretations with a personal comment. Reading the interpretations, es-
pecially those written at the end of training, confirmed the validity
of my formulations about the influence of past experiences on one's
counseling style. Even in the case of younger students it was clear
that many autobiographical experiences had helped shape the indivi-
dual's style of helping. A few comments on the use of pre and post
interpretations as a learning tool will be made in Chapter VI of this
dissertation.
CHAPTER VI
DISCUSSION, IMPLICATIONS, AND PERSONAL COMMENTS
Before discussing the data reported in Chapter V, I will brief-
ly refer to some of the research problems involved in conducting an em-
pirical study into the effectiveness of counselor education programs.
As already indicated, these problems contributed to the decision to
focus this study on a formative evaluation of the training design it-
self. The rest of this chapter will be devoted to a discussion of the
data collected during the experimental training program. Some implica-
tions of the findings for counselor education programs will be sug-
gested. This chapter will be divided into the following principal seg-
ments: (1) adequate research into the effectiveness of counselor educa-
tion programs; (2) discussion of the training design; (3) discussion of
major features of the ABCD mode of training; (4) implications of this
study; and (5) personal comments on this study.
Adequate Research into the Effectiveness of
Counselor Education Programs
Objective research into the effects of counseling or counselor
education presents the researcher with some complex design problems.
What really needs to be measured is the internal change or growth in
the client or student. The difficulties involved in collecting objec-
tive and empirical data have been addressed by a number of authors.
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Schultz (1969:217) has investigated the role of subjects in
psychological research and has concluded that they have been "mechani-
cal objects to be poked, prodded, manipulated and measured" by the re-
searcher. They have been viewed as objects responding passively to
stimuli, but in effect human subjects are active, aware and perceptive
in the experimental situation. Jourard (1968) noted that human beings
who want to be informed and achieve a higher degree of self understand-
ing feel deceived by experimenters, and thus react defensively to insure
protection from this intrusion. Kelman (1967) discussed the problem of
deception in psychological studies and concluded that subjects have
become suspicious and mistrustful, and these factors have affected
data results. Experimenters do not customarily reveal the approximate
purpose of their studies and as a result subjects do not fully reveal
themselves.
Of course, our reasons for insisting on objectivity were in
the hope that, 'unhampered' by values and human emotion, we
could see more clearly the 'truth,' but it may happen that the
pure scientist could prove as dangerous to human beings as the
most malevolent dictator. After all, the limits of pure sci-
ence are not Einstein and Newton, but rather the Nazi 'scien-
tists' of the concentration camps or the 'mad' scientists of
Hollywood. Science for science's sake can be just as sick as
art for art's sake. We too often forget the original theorizers
of science often thought science was primarily a means to help
the human race. (Welch and Rodwick, 1973:103)
In order to adequately measure the effects of the ABCD training
program we needed to measure self-awareness or the students inner ex-
perience of the training situation. Self-reports was among the best
methods of getting this data. We needed to employ an internal frame
of reference rather than the external referrent used by the "objective"
scientific approach.
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Science has been an 'observe, examine, predict' sort of proce-dure, and it has always been from the outside in. It has beenyou or them looking at us or me, under their terms with their
methods of observation and measurement, and this is why tradi-
tional psychology, as a science, has simply missed the whole
man. Indeed, psychology has generally been quite unaware of the
whole man and has operated as if his existence was no more than
a myth. Thus, scientific reality has always been your percep-
tion of me, never my perception of me, and what I can do for and
with me has been relatively unimportant compared with what you
can do to and for me. (Arbuckle, 1975:59)
The following statement by Carl Rogers will further clarify the
need for an approach focusing in the inner world of the student:
Empiricism will remain a part of our science, but for large
areas of psychological knowledge, we need a much more human
science. I'm not sure what form that may take, but I think
it will not be far from phenomenological. We will stop try-
ing to look entirely at persons from the outside, and begin to
try to understand the individual's own phenomenal world. I
believe it is possible to do good empirical studies based upon
phenomenological data. We also need more stress on naturalis-
tic observation. I feel that psychology has endeavored to
jump so far into science in order to be comparable to physics
that it has become in many aspects a scientism. I don't be-
lieve that we 're confronting the most fundamental problems of
the hximan condition. Instead we study only what we can meas-
ure, and I don't like that. I feel that a real scientist
tackles the problems that are most significant in his area of
interest. We may have to crawl before we can walk. We may
have to choose naturalistic study before we can begin to do
more empirical studies. (Evans, 1975:54)
We are indebted to existentialist philosophies and psychologists
for pointing out some of the limitations of traditional empirical re-
search in the field of psychology. Kierkegaard's "truth-in-relation-
ship" raises the question of whether we can separate the observer from
the observed. Some existentialists would say that the knower and the
known are inextricably joined together. Traditionally, psychological
research in this country attempts to eliminate the effect of the ob-
server on the observed as well as other biases. Great pains are taken
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to create a quasi- laboratory situation. Research designs involve 'con-
trol* groups, establishing validity and reliability and the use of
statistical methods. All of this effort is aimed at the isolation of
fact from irrelevant external influences, including the biases of the
experimenter. In psychology the success of this method is limited. The
study of psychology seems to be stymied rather than facilitated by this
empirical approach. Rarely does this research yield knowledge that
is useful to clinical practice. In the attempt to avoid bias less is
gained. The boundaries within which psychological research has con-
ventionally taken place prohibit access to much human phenomenology.
This may explain why practicing therapists have looked to formal re-
search so little. Formal quantitative, statistical and laboratory
methodology aim to create sanitary space of investigation free from
the enclosing bias of expectation and circumstance. In short, the tradi-
tional Lockean approach of American psychology does not provide access
to the subjective experience of people and the significant meanings
and implications of their experiences. If growth and development as
as counselor involves a deeply subjective experience, and I believe it
does, then external objective measurements that guarantee sanitary
space are of questionable value.
Measuring the 'change' or 'growth' that takes place in psycho-
therapy or in counselor education remains a difficult and complex prob-
lem. The researcher must control for such variables as age, sex and
length of professional experience of the counselor or student-counselor.
Much of the polemical debate on studies suggesting that lay paraprofes-
sional counselors are as effective as professional therapists has over-
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looked one important point, namely, what both groups have in common.
It may be that the common denominator is the autobiographical experi-
ences that inform the values and beliefs of the helper~be he profes-
sional or non—professional. These values and beliefs may or may not
be facilitative of restoration and/or growth. Furthermore, facilita-
tive values and beliefs may not be universal and may vary from culture
to culture. Man-to-man 'eyeballing' is acceptable among white Ameri-
cans. This kind of eye-contact is incorporated into Ivey's microcoun-
seling and is considered reinforcing behavior on the part of the
counselor/therapist. Among Hispanic people such 'eye-balling' would
be considered impolite. Such behavior on the part of a man towards a
woman could be considered disrespectful. In short, if the researcher
is successful in identifying subjective elements in the counselor or
student counselor that are facilitative of restoration and/or growth
he must be cautious in drawing universal conclusions.
Relatively few researchers have studied the influence of
values and beliefs on the work of the counselor. The 'Catholic'
therapist with strong negative feelings about abortion will be in-
fluenced in his work of counseling the young woman contemplating an
abortion. The 'white' therapist with strong feelings of racial preju-
dice derived from childhood influences, will be influenced in carrying
out a court-requested evaluation on the young black man convicted of
raping a white woman. These are extreme examples. However, it does
seem likely that there are many deeply ingrained autobiographical
in-
fluences that affect the counselor/psychologist in siibtle ways. For-
tunately, we are hearing less talk these days about value-free
therapy.
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An adequate "objective" study of the effectiveness of the ABCD
training program would include the following.
1. A study comparing the effectiveness of this approach with
other major approaches. Here it would be critically important to con-
trol for such variables as age and experience of the student, sex of
the student and the influence of the instructor. If the instructor is
a key factor in effective counselor education programs—and a number
of studies suggest this is so—then the researcher must pay close atten-
tion to this variable. It goes without saying that an adequate study
of the effectiveness of a counselor education program must include a
sufficiently large group of students to produce statistically signifi-
cant results.
2. Any comprehensive study of the effectiveness of a counselor
education program must include outcome studies. The old cliche that
'the proof of the pudding is in the eating' is relevant here. Age,
sex and years of experience as a helper are variables that need to be
controlled in such a study. 'Control' groups must be more than 'com-
parison' groups. Few outcome studies mention the length of experience
of the therapist. We may be told that the 'control' group consisted
of ten psychologists but we are not told whether they have practiced
psychotherapy for one or thirty years. If 'wisdom comes with years
then this would be an extremely important variable to control.
3. Finally, an adequate study of a counselor education program
(and of effective psychotherapy) calls for follow-up studies. For rea-
sons that will be explained below few doctoral students do follow-up.
to address the question of why so few goodIt seems appropriate
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studies are conducted on the effectiveness of counselor education pro-
grams and on the effectiveness of psychotherapy. A major reason for
the lack of good studies is financial. Many of the researchers inter-
viewed by Bergin and Strupp (1970) suggested that doctoral students get
more help from funding sources. The fact of the matter is that money
from NIMH and other funding sources goes to the highly 'visible' people
in the field. The financial liability involved in paying for ob—
,
raters, consultants, secretarial help and computer time is
beyond the resources of most students. Good studies also involve time.
Few doctoral students with a concern for financial security are likely
to take on follow-up studies. The problem of conducting good research
is compounded by the lack of instruments that have been tested for
validity and reliability. Many researchers still use the MMPI, a docu-
ment that, from an anthropological viewpoint, could be considered to
be antiquated. Finally, most researchers, because of some of the
limitations stated above, confine their studies to small groups. Such
studies fail to produce conclusive results. Bergin and Strupp (1972)
in considering the problems involved in good studies suggest large-
scale well-funded collaborative efforts.
Before concluding this section I should mention that, in my
search for a means of measuring the effectiveness of the training pro-
gram, consideration was given to the Carkhuff-Truax Scale. We con-
sidered comparing the ABCD group with a microcounseling group. Despite
its widespread use I had serious reservations about the validity and
reliability of this instrument. The reader will find a discussion of
these reservations in Chapter II of this dissertation. Ultimately, the
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Carkhuff-Truax Scale was rejected because it seemed particularly inap-
P^^P^i^be for measuring the effects of the ABCD mode of training.
Carkhuff and Truax developed the scale to measure the effects
of systematic drill in certain behaviors. The research to date sug-
gests that students going through programs involving systematic drill
quickly get high scores on the scale. Microtrained students could be
expected to get high scores on the Carkhuff-Truax Scale at the end of
training. It should be noted that while the research indicates the
presence of "empathy," "unconditional positive regard" and "genuine-
ness" as a result of systematic training, there are strong indications
that these effects of training are short-lived. In the case of the
ABCD mode of training the focus is on helping the student process past
learnings. The goal is to help the student develop his own idiosyncra-
tic style of helping. The hope is that the student will develop the
ongoing capacity for making sense out of experience. Clearly, a com-
parison of an ABCD trained group with a microtrained group using the
Carkhuff-Truax Scale would tell us little about the relative merits
of either approach. It would tell us nothing about client benefits
resulting from either training methodology.
jt is beyond the scope of this discussion to detail the many
studies that have been conducted into the effectiveness of counseling
and counselor education programs. The reader is referred to Chapter II
for a brief discussion of research conducted into the effectiveness
of programs designed to train paraprofessionals . The team of
Bergin
Strupp (1972) conducted a monumental review of studies into
the effec-
tiveness of counseling and psychotherapy. They interviewed
most of the
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more 'visible' researchers in this field. They point out that while
historically members of the psychoanalytic school have avoided research
into effectiveness, the advocates of behavioral approaches are devoting
considerable energy to studies of outcome. As indicated above, Bergin
and Strupp concluded that there is a need for large-scale collaborative
efforts that are well funded.
In this section I have outlined the design problems involved in
out research into the effectiveness of counselor education pro-
grams. As indicated above we decided to direct our research towards
an evaluation of the curriculum itself. Our goal was to identify the
strengths and weaknesses of the training design.
Discussion of Training Design
I decided to combine experiential and didactic learning ex-
periences in the same unit when I originally designed the training pro-
gram as a semester-long program. The idea was that students would not
merely grow experiential ly but also would be exposed to the ideas and
techniques of others on a weekly basis. When it was decided to offer
this training program using workshop format the original fourteen units
were retained intact. Data supplied by students strongly suggests
that experiential and didactic components of units be separated. The
workshop design could be improved by doubling the number of units and
alternating between didactic and experiential units of training. The
presentations/demonstrations comprising the didactic units would be
forty— five minutes long. The experiential units would be one-and-a-
half hours long. This design would call for no change in the content
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of the existing training program. No additional time would be needed
for implementation. This design would insure sufficient time for the
experiential part of the training program and eliminate the confusion
caused by the combination of experiential and didactic components in
the present design.
In Chapter III I outlined the main focus of the program of
didactic learning that is part of the training design. The data sup-
plied by students suggests that this program is basically sound. Stu-
dsnts seemed to appreciate the conceptual frame of reference within
which the presentations were made. The design allows for flexibility
in the choice of topics to be presented. Students responded very
favorably to the self-growth orientation of presentations during the
third section of the workshop. Since the third section focuses on the
future growth and development of the counselor it would seem appro-
priate to have presentations that would emphasize personal self-growth.
Students in the training group expressed a clear preference for
presentations that were down-to-earth and contained practical informa-
tion on ways of helping people. They appreciated any form of demon-
stration. More than half the training group had some background in
psychology and were clearly more interested in basic helping skills.
On the basis of the data derived from the experiment it would seem
that programs designed to train paraprofessionals and lay people should
focus on clear and practical examples of ways to help people in dis-
tress .
In Chapter III I gave the broad outlines of the experiential
learning part of the training design. Within the general framework
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outlined the instructor has flexibility in the choice of exercises to
be used. The assumption in the design is that students will be ready
to get involved in practice counseling by the beginning of the second
section of the workshop. Data supplied by students in the experiential
training group suggests that they were ready for this kind of involve-
ment by the beginning of the second section
. In fact the instructors
had planned to introduce role-play before getting students involved in
the practive counseling. Because of the level of trust among group
members that built up during the first section they decided to intro-
duce students directly to practice counseling. Students responded
favorably to the exercises during the first session and the exploration
of self that took place formed the foundation for later learnings. Stu-
dents did not have time for the kind of processing I envisioned for
the last section of the workshop. Minor adjustments in the design
would allow this to happen. During implementation of the training pro-
gram the instructors tried to flow with the group rather than trying
to make things happen. They used their own involvement in the learn-
ing experience as a 'gauge' for measuring the development of the group.
In addition, they 'contracted' with the participants to tell them if
they were prescribing activities that involved excessive risk-taking
or discomfort. The instructor using the ABCD program of training might
also want to use some conceptual framework, such as Hunt s (1967) de-
velopmental schema, to monitor the growth and development of the group.
In short, the data supplied by the experiential group and my personal
observations leads me to conclude that the basic framework for experien-
tial learning as incorporated into the training program, is sound.
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It was clear as we implemented the training program that it was
more of a growth experience than a program of instruction. Data sup-
plied by students suggested that the instructors played a vital role in
^^®^ting this kind of experience. In graduate counseling courses the
instructor can remain detached and be primarily a dispenser of informa-
tion. The systematic skill training programs can be implemented by an
instructor who is clear on the procedures and can give precise instruc-
tions to students. From the beginning I had considered the willingness
of the instructors to get involved in the learning situation, to take
risks, and to self-disclose as important factors in the implementation
of this training program. The data supplied by students in the experi-
mental group strongly supports this contention. I have already men-
tioned the fact that Ms. McCool and I used the "necessary and suffi-
cient" conditions as formulated by Rogers as a general guideline for
our role in implementing this training program. Data supplied by stu-
dents suggests that they generally perceived us as exemplifying these
conditions. Clearly, students saw the instructors as having a vital
role in creating what they frequently described as a "supportive at-
mosphere." In short, data from the experimental workshop seems to in-
dicate that a high degree of involvement on the part of instructors is
needed in implementing this training program.
Workshop format would appear to be most appropriate for imple-
menting this program of training. It allows for the creation of the
kind of supportive group dynamics that is necessary for the experien-
tial learning that forms the core of the training program. Data sup-
plied by students leads us to conclude that the workshop was a
'safe
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place for self-exploration, while a semester-long program offers ad-
vantages in terms of the cognitative aspects of the training program,
the workshop format is more conducive towards creating the supportive
environment that is necessary for implementing this training progrcim.
I like the suggestion of one student that participants be provided with
the annotated bibliography and relevant readings several weeks prior to
the beginning of the workshop. Despite the mixed views of students on
the value of the journal I believe it should be retained in the design.
The journal is more valuable when sessions are spread out. During the
workshop students did not have the time to make entries. The design
could include time for regular entries by students throughout the train-
ing program. Students frequently referred to the lack of adequate time
for exercises. The suggestion by students that four days be used,
rather than the three used in the experimental workshop, would seem to
take care of the time problems.
Before discussing evaluation as a part of the training design
I would like to note the extraordinary cooperation of students involved
in this experimental workshop. Their cooperation was the result of a
number of factors. Prior to the workshop each student was told about
his role in evaluating the training design. They were given the ra-
tionale for this endeavor and invited to become collaborators in our
research. Students were assured that their input would contribute to-
wards the improvement of the training program. Understandably, students
found the evaluations time-consuming and cumbersome. Between five and
six hours of workshop time was spent completing instrimients designed
for evaluation purposes.
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The instruments used to evaluate this training program were not
considered an integral part of the original training design. Data sup-
plied by students would seem to suggest that some of these instruments
be incorporated as part of the design. Indeed several students saw the
autobiography and subsequent interpretation as an important part of the
learning experience. It became a point of reference for students
throughout the workshop. While designed as a 'measuring' device it
seems to fit nicely into the overall design. The evaluation forms for
individual training units were also constructed as measuring devices
.
Most students found that these evaluations served a useful educational
purpose in that they helped them process the learning experience in a
step-by-step manner.
The instructors foiand the data derived from the evaluations
to be most helpful in determining the extent to which training objec-
tives were being achieved. I believe that revised versions of these
questionnaires should be retained as an integral part of the training
design. It should be noted that the unit evaluation forms used in the
experiment were crude instruments that had not been used before. The
task of translating a training program that is essentially experiential
into specific operationalized objectives is not an easy one. Perhaps
more difficult is the task of constructing instruments that will meas-
ure the extent to which the training objectives have been accomplished.
This pilot study has given us the data needed to eliminate some of
the ambiguity from questionnaire items. A greater degree of specificity
can be achieved. In short, I see the unit-by-unit evaluations as an
essential part of the training design. These evaluations represent the
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systsinatic aspect of the design.
Data supplied by students and my personal observations leads
me to conclude that training should take place in a learning environ-
ment that is free from the usual negative connotations associated with
classroom learning. Having students sit in a circle where they can
have eye contact with most other participants would seem to be useful.
The informal sharing of food contributed towards creating a "supportive
environment." Despite the mixed view of students participating in the
experiment I still think that assigned readings and examinations should
not be included in the design. The imposition of these kinds of expec-
tations does not seem consistent with our general philosophy on the
conditions which facilitate the growth and development of the student
counselor. In short, the data supplied by students and my own observa-
tions suggests the importance of creating a supportive learning environ-
ment for implementation of this training program.
The small organizational details also contribute towards creat-
ing a supportive learning environment. Students participating in the
experiment appreciated many of the small details of organization. Data
supplied by students suggests that students perceived the attention to
organizational detail as an expression of respect and concern for par-
ticipants .
Discussion of Major Features of the
ABCD Mode of Training
Colleagues frequently ask me what, if anything, is unique and
distinctive about the ABCD mode of training. Before the experimental
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training program it was difficult to answer this question. I had a
paper design and some hunches about how students would respond to
this training methodology. On the basis of data collected during the
experiment I will now attempt to identify some of the major characteris-
tics of this training program. It will be clear to the reader that this
mode of training does not represent a radical new departure in the field
of counselor education. It would appear that the frame of reference
for teaching and learning focuses much more on the personal qualities
of the trainee than other humanistically-oriented counselor education
programs
.
After reviewing all the data collected for this study I venture
to suggest that the major characteristics or features of the ABCD mode
of training are as follows
:
1. The approach is efficient in that it validates the experi-
ence of the student.
2. The approach is uniquely geared to the individual student.
3. The goal of training is the development of a personal
theory of counseling.
4. Positive feedback provides the basis for gaining a knowl-
edge of the strengths and weaknesses of one's personal style of coun-
seling.
5. The approach is both humanistic and systematic.
6. The frame of reference for all learning is the autobiography
of the student.
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1. I have stated that the approach is efficient in that it
validates the experience of the student. This training program was de-
veloped on the assumption that much of what we know about people and
about how they can be helped is derived from the many complex and varied
experiences of everyday living. The assumption is that people bring
many ideas about helping to the training program. In most cases this
knowledge will not have been processed. We had anticipated that
older students would respond favorably to a program that validated
all that they had learned in the 'school of experience.' We were
surprised and pleased at the extent to which younger and less experi-
enced students responded to this basic tenet of the training program.
Data from the experimental workshop suggests that students were
,
in
fact, able to process these past learnings. The fact that the student
does not have to start -from scratch makes the approach efficient.
The approach is efficient also in the sense that those convictions and
assumptions which are rooted in past experiences are most likely to in-
fluence the style of the counselor—irrespective of what training is
given. A training program that imposes a system of counseling without
regard for these deep-rooted convictions and assumptions is not likely
to have a long-lasting effect on the behavior of the counselor. This
approach would seem to be particularly appropriate for paraprofessionals
who, in many cases, have spent years helping people solve their prob-
lems. My 'hunch' is that it would be appropriate for any program of
counselor education. In short, data from the experimental workshop
indicates that this training program, in validating the experience of
the student, is efficient.
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2. I have stated that this approach is idiosyncratic. The goal
IS to develop a well-integrated counselor who understands why he does
the things he does. I prefer not to use the word eclectic in describ-
ing this approach because, in counselor education circles, it has come
to mean some kind of hodge-podge putting together of ideas from the dif-
ferent schools of counseling and psychotherapy. An example will serve
^H'^strate the point I am making. After the presentation on learn-
ing theory approaches one student reacted as follows: "I like this ap-
proach to helping people. Prescribing specific strategies for the
client appeals to the 'teacher' in me. I see myself as having the re-
sponsibility to give the client clear-cut directions." Another student
responded somewhat differently: "I could never muster up the courage to
use behavior modification techniques. In fact, I am very uncomfortable
telling my children what to do. Perhaps all the 'shoulds' of my child-
hood years have something to do with this." In the ABCD approach to
training no effort is made to make 'converts' to any particular orien-
tation. Before implementing the training program I was concerned as
to whether or not it was possible to introduce students to a variety
of theories and techniques while at the same time keeping the focus on
the ideology and style of the counselor. Data from the experimental
workshop suggests that it is possible to present ideas within this con-
textual frame of reference. I noted with interest the lack of the kind
of argumentation about the superiority of particular approaches that we
have come to associate with graduate programs of counselor education.
In the example given above each student was able to respect the view
of the other because they realized that their differences were rooted
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in something much deeper than the merits or demerits of behavior
modification techniques.
3. I have stated that the goal of training is the development
of a personal theory. This does not imply rejection of all major
theories of counseling in favor of something different. During imple-
mentation of the training program students frequently identified them-
selves with some particular school of counseling and psychotherapy.
The important thing is that students were able to identify the reasons
why they favored a particular approach towards helping people. In
other words, the student was 'owner' of the theory he used, even though
it could be labeled Rogerian, behavioristic or psychoanalytic. Data
derived from the various instruments of evaluation indicate that stu-
dents did not develop well formulated personal theories as a result of
this learning experience—but they did reach a stage where they could
identify and define what they prized in their own helping style.
4. I have stated that, in the training program, positive feed-
back provides the basis for gaining a knowledge of the strengths and
weaknesses of one's personal style of helping. The assumption is that
this kind of insight is needed in order to make appropriate modifica-
tions in one's style of helping. As already noted, a major objective
in this training program is the processing of past experiences. The
assumptions and convictions that form the bedrock of the student s
style of helping are rooted in the life of the student himself. While
the personal values of the botanist can somehow be separated from
his
knowledge of botany this kind of separation is not so easy m the case
of the counselor. Criticism of the counselor's style of
helping can
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imply some kind of criticism of the values and beliefs of the counselor.
The focus on positive feedback in the training program can be understood
in light of these considerations. Data derived from the various instru-
ments of evaluation leads me to conclude that students did in fact dis-
cover the weaknesses or flaws in their helping style as a result of
feedback that focused on the positive aspects of their style of helping.
5. I have described the approach as both humanistic and sys-
tematic. The reader of the critique of the literature in Chapter II of
this dissertation will not be surprised to find out that I have heavily
drawn from the formulations of such "humanistic" educators as Rogers
and Wideman in designing this training program. The reader may be sur-
prised to find that I have also drawn from educators, such as Ivey and
Kagan, who advocate a systematic approach towards the training of coun-
selors. I should again mention, in passing, that I brought a certain
tentative attitude towards this study. If the researcher is to be
a "seeker of truth" he must be open to new ideas. Much of the research
in the area of counselor education is characterized by a certain dog-
matism that is counterproductive. Too much energy is devoted towards
proving preconceived notions of the superiority of some particular
training program. Anyway, as this study developed I developed an ap-
preciation for the need for specific training objectives. In short, I
reached the conclusion that counselor educators should specify what it
is they propose to teach and how they propose to measure the learning
of students. The problems involved in translating a program of ex-
periential learning into specific operationalized objectives have al-
ready been mentioned. Participants in the training program clearly
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appreciated the fact that we had defined clear objectives for each unit
of training. It should be clear to the reader that while I appreciate
the methodological or systematic approach to training, as exemplified
in the work of Ivey, Kagan, and others, I do not believe in prescribing
the skills that each student must acquire.
6* Finally, I have stated that the frame of reference for all
this training program is the autobiography of the student.
In fact, I considered this characteristic so central to the training
model that I labeled it Autobiographically-Based Counselor Development.
There is no need to repeat here all that I have said about the influence
of personal experiences on the ideology of the counselor. The entire
training program was designed with the idea of using the autobiography
of the student as a frame of reference for all future learning. Before
implementation I had no way of knowing how students would respond to
this approach. All the data collected during the experiment tends to
confirm my hypotheses about the validity of this approach. Students
readily responded to the idea of exploring their own convictions and as-
sumptions about helping during the first section of the workshop. The
autobiography of the student became the frame of reference for looking
at the theories and techniques of others. Throughout the workshop
students frequently made reference to ideas that had grown out of their
own life experiences. During the discussion of family therapy students
noted how interpersonal relationships in their families had influenced
their own ideas about people and about how they could be helped. The
same frame of reference was used in the discussion of psychosynthesis.
In discussing microcounseling skills students were comfortable in
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owning' those skills that seemed to grow out of their personal experi-
ence. In short, the idea of using personal experiences as a frame of
reference for all learning became a 'way of thinking' for students.
Implications of This Study
It has become somewhat routine for the doctoral student to con-
clude his study by stressing the need for further research. The need
for further research would seem to be particularly true of the ABCD
mode of training. There is a danger of overgeneralizing from the data
collected in this preliminary study of the curriculum. The general
comments I am about to make on the implications of this study are sub-
jective and somewhat speculative.
Before going on to make these comments I would like to say that
the ABCD mode of training is currently being evaluated by a colleague
in the School of Education at the University of Massachusetts. A modi-
fied version of the curriculum was implemented in a series of workshops
for community mental health workers in the Commonwealth of Massachusetts
during the Spring of 1978. Preliminary data from these workshops tend
to confirm the conclusions we have drawn about the curricul\am in this
study. The paraprofessional mental health workers responded enthusias-
tically to the ABCD approach. It would appear that counselor education
programs that focus on the personal qualities of students touch some
kind of responsive chord in these same students.
There is a considerable body of research suggesting that para-
professionals and lay people can be trained to be effective coun-
selors. Some studies suggest that they can be as effective as Ph.D.
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trained clinical psychologists. The findings of this study do not speak
directly to this issue. However, our data do suggest that, as a re-
sult of training, the student was a better-integrated and more self-
confident person. Without wanting to overgeneralize I would suggest
that a focus on the personal qualities of the student would enhance
learning in any program of counselor education.
Counselor educators tend to advocate some particular training
modality as the ideal. ' There is, however, an increasing awareness
among practitioners of the need for different skills and approaches
for different kinds of clients. This would seem to suggest a diversity
of training modalities. When I developed the ABCD mode of training I
thought of it as an all-purpose approach. It may be that this train-
ing program is best suited for training experienced paraprofessionals
and • lay ' people . It is my opinion, however, that the basic tenets
of the approach could be profitably incorporated into formal programs
of graduate education.
In Western society over the past seventy years the business of
counseling has become increasingly the domain of professionals. These
individuals represent a kind of modern-day priesthood. For the most
part they have received extensive academic training and provide a ser-
vice that is scarce and expensive. Our basic formulations on the auto-
biographical nature of counselor growth and development have significant
implications in terms of the trend in Western society to leave the
business of counseling to professionals. In this study we have
clearly
suggested that counseling and psychotherapy can be demystified.
Again,
I want to stress that no ’put-down' of academic training
is intended.
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In light of current research the expectation of five years of graduate
study in psychology in order to be a psychotherapist would appear to be
inappropriate
.
Earlier in this study I quoted some of the comments of that
veteran and respected counselor educator, Gilbert Wrenn. After many
years of working with graduate students, he concluded that the most im-
portant function of faculty in graduate programs of counseling and
psychology lay in the selection of candidates who possessed the appro-
priate natural qualities for this kind of work. Like Wrenn, we have
suggested that graduate courses have little effect on the behavior of
the student. Ironically, these highly exclusive graduate programs use
academic ability as the major criterion for accepting students. Implied
in our formulations on the autobiographical nature of counselor growth
and development is the need to look at other criteria in selecting the
future counselor or psychologist.
For many years psychotherapists have worked hard to achieve a
measure of professional respectability in our society. To some extent
current training requirements are a reflection of this need to demon-
strate professional competence. It may be that as a profession we
have matured to the point where we no longer need to justify our profes-
sional existence. If this is true then we can comfortably and securely
think of more realistic and efficient forms of training for future
therapists.
Some Personal Comments on This Study
In this final section I will share with the reader a few brief
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personal reflections on this study. It has become somewhat of a tradi-
tion among researchers in the area of counselor education to try to es-
tablish the superiority of some particular training methodology. The
researcher goes out in search of that magical .05 level of significance.
These educators are making an important contribution. Unfortunately,
many of these studies give us little information about what happened
during the training program. We may be told that Group A trained in a
certain method was significantly more effective than Group B trained
in another method. It is like getting the final score of a football
game without having been given any information about what actually hap-
pened during the contest. It is for this reason that I have given the
reader a detailed report on the experimental workshop. In a sense, I
have attempted to recreate the event. Hopefully, this information will
prove useful to other educators. This kind of investigation was made
possible through the extraordinary cooperation of participants. In a
very real way they saw themselves as collaborating in this research
endeavor. Needless to say, I feel that formulative evaluation of train-
ing designs can make a valuable contribution to the field of counselor
education.
I like to think that the "Training Manual" represents a useful
byproduct of this study. Hopefully, other educators will find it useful
in their endeavors at facilitating the growth and development of coun-
selors .
It seems appropriate to end this dissertation with an expres-
sion of admiration and appreciation for those educators who are in-
volved in the research for more effective and efficient ways of train-
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ing counselors. Many of them unknowingly have contributed to this
study. My hope is that this study represents a contribution to the
field.
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vHOOL OF EDUCATION
451 Hills South
i^/n/veySi/j^ 6^l
S^m^'KU o/coj
February 2, 1978
Greetings
:
T forward to your participation in the workshop on counseling
shills . This letter is to give you some information regarding the
workshop.
In early January I sent out a letter describing the workshop to a num-
ber of community groups in the area. In case you did not see this let-
ter a copy is enclosed. One item in that letter needs a little clarifi-
cation. I mentioned a donation to cover our expenses including "room
rent." This was a reference to the conference room that we have rented
from the Campus Center. No provision is made for overnight accommoda-
tions.
Patricia McCool and I want this workshop to be a pleasant and relaxing
experience for all who participate. We suggest casual attire. I have
made arrangements for coffee/tea and pastries for each morning of the
workshop. Also food for lunch on the first day of the workshop will be
provided. We may want to "potluck" lunch for the remaining three days.
Anyway, we can make these plans when we meet on February 18.
A number of people have indicated that they would like a little more in-
formation on the workshop. Let me see if I can describe out approach
in a "nutshell." First I want to say that students will be introduced
to major theoretical and technical approaches to counseling. In doing
this we will not be trying to "sell" any orientation, be it Freudian,
Rogerian, or Behaviorist. Participants will be encouraged to incor-
porate whatever seems useful and comfortable to them. Each unit of
the training program (14 units in all) will have an informal presenta-
tion on some aspect of counseling. A few of the newer approaches will
be included. The second—and by far the most important part of each
unit will be devoted to experiential learning. Through a series of
exercises we will have an opportunity to experience ourselves as coun-
selors. I should stress that in these exercises we will only do what
feels completely comfortable for all of us. Throughout the workshop
Pat and I will be primarily concerned with helping you identify and
understand your style of counseling. It is only fair to tell you that
we have no firm convictions about the "right" and the "wrong" way of
helping/counseling people. Our focus will be on what is natural and
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comfortable for you. Our goal will be to help each participant define
his/her personal theory of counseling. We will explore the origins of
some of our basic convictions about people and how they can be helped.
Our bias is that the counselor/helper who tries to imitate the style of
some expert' may come across to the client as somewhat unreal. I do
hope these few lines have given you some idea of the approach we will
be tciking in this workshop.
A number of people have asked why a regular fee is not being charged for
the workshop. (Is it funded by the Federal Government?) We think it
only fair to tell you what is in the workshop for us. Nobody does any-
thing for nothing anymore ! ! ! ! We are concerned with developing a method
of training paraprofessionals and "lay" counselors that demonstrates a
respect for all that the person has learned about people from everyday
experience . Most of the research indicates that trained paraprofession-
als and lay people can be as effective helpers as Ph.D. professionals.
We have labeled our training method "Autobiographical-Based Counselor
Development." Later this year we will be doing a number of similar
workshops for which we will be paid regular remuneration. In the mean-
time, we are concerned with getting honest "feedback" on our approach.
Your feedback on this workshop will be a rich reward for our efforts.
As of this writing we have four slots remaining to be filled. A few
more male participants would really add balance to the group!
If for any reason you cannot participate would you kindly let me know.
By the time the workshop 'comes around I anticipate a waiting list and
would like to fill all slots. Also, since the workshop is designed as
a four-day learning experience we have a clear preference for people
who can participate all four days.
If you need information on getting to the Campus Center, parking, etc.,
please give me a call. There is no need to send the $10 in advance.
While we are not offering college credit for this learning experience,
you may, if you are involved in an academic program, with to arrange
for independent study credit through your academic advisor. This work-
shop is designed as a three credit graduate/undergraduate learning ex-
perience. All participants will get a letter certifying their partici-
pation in this workshop.
On behalf of Pat and myself, I want to say that we look forward to see-
ing you on February 18.
Best wishes and kind personal regards.
Sincerely
,
I
i
Ed Deevy
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ABCD TRAINING MODEL
EVALUATION
Section I, Training Unit II
Name
:
1 . During this unit of training, I learned what are described as the
"necessary and sufficient" conditions for effective coianseling.
YES NO NOT SURE
Three conditions are
:
(a)
(b)
(c)
3. During this training session I discovered several ways I had ef-
fectively helped others in the past.
YES NO NOT SURE
4 . Two characteristics of my helping style are
;
(a)
(b)
5. How satisfied were you with this unit of training?
Not Satisfied Satisfied Very Satisfied
6. My suggestions for improving this unit of training:
(a)
(b)
7. General comments about this unit of training:
APPENDIX C
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COUNSELING ASSUMPTIONS CHANGE SCALE
NAME: DATE:
What follows is a variety of statements about what constitutes
good counseling and what is the best way to train counselors. The state-
ments represent a wide variety of opinions. Can you check your opinions
of each statement by placing the appropriate number on the left hand
side of the page. We would simply like to have your opinion on these
issues. Your opinion will be respected. Your response will be treated
as confidential.
-3 I strongly disagree +3 I strongly agree
-2 I mildly disagree +2 I mildly agree
1 Neutral
My guess is that professionally trained people are generally the
best counselors.
Paraprofessionals and "lay" counselors can be as effective as
professional counselors.
I believe that the most effective counselors are those who have
truly mastered one particular theory or technique of counseling.
My view is that the best coimselors follow their own particular
theory of counseling.
It makes sense for the counselor to adopt a theory or technique that
is well established.
I lean towards th3 view that the counselor should build a personal
theory of counseling—based on his/her basic convictions about
people.
Good counseling demands a highly sophisticated knowledge of the
dynamics of human behavior.
I see little relationship between a knowledge of personality theory
and good counseling: it’s the "person" of the counselor that really
counts
.
No one can claim to be a good counselor unless he/she has taken
some basic courses in psychology.
We put too much emphasis on a knowledge of psychology most of
what
we learn about people and their problems is learned from
everyday
experience
.
An intensve involvement with life would
tion for counseling people.
seem to be the best prepara-
Following intuitions or "gut" feelings
for the counselor.
can be a dangerous business
My advice to the counselor: go with the "gut" feelings.
I tend to believe that the good counselor is the person who
maintains some degree of detachment from the client so that he/she
can respond in an objective way.
It seems to me that in most cases the counselor should "let his/herhair down" and get involved emotionally in the client's struggle.
The person who has real difficulties coping with life should insist
on seeing someone who has professional credentials and is officially
certified as a counselor.
When the going gets rough a "good neighbor" who is kind and under-
standing can be as helpful as any professional.
Counseling is a very risky business—we need to regulate who is al-
lowed to practice in our society.
Professional psychologists try to keep a "closed shop" so that they
can charge high fees.
The good counselor should definitely be a person of above average
intelligence.
I see little relationship between intelligence and good counseling.
My suggestion is that in the counseling situation one put asidd
one's personal feelings.
It is very important to be in touch with one's personal feelings in
the counseling situation.
A short program of training in basic helping skills is generally
sufficient preparation for the effective practice of counseling.
I think that it can be said that—as a general rule— "lay" and
paraprofessionals
,
even if they have some basic training, are not
equipped to deal with people who have emotional problems
.
The good counselor is "born"—all we need to do is to cultivate
natural helping skills.
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This talk about born counselors" seems to be a way of down-playing
the importance of rigorous training.
The suggestion that we can learn enough about people from everyday
experience seems to be somewhat farfetched.
Intensive training in psychology is no substitute for everyday
experience
.
Given a choice I would tend to go to the counselor who has a
specific technique of helping.
I personally prefer the counselor who goes with his/her "hunches"
rather than using some particular theory or technique.
The current movement towards training paraprofessionals as counselors
is based on the questionable assumption that counseling is a simple
and uncomplicated process.
I think the trend towards training paraproffessionals is based on
the well-founded notion that counseling is a fairly simple process.
I believe that no one should charge fees for counseling unless they
are certified by some professional organization.
I see the business of certification as a strategy by psychologists
to create a scarce and expensive service.
The personal values and convictions of the counselor come through
in the counseling situation—no matter how much training he/she
has received.
A good training program makes it possible for the counselor to keep
personal values out of the counseling situation.
For the most part the effects of training are superficial the
counselor quickly reverts to "normal" behavior.
Ope of the great benefits of intensive training is that it makes it
possible for the future counselor to divorce his/her interventions
from his/her own biases, convictions and assumptions.
The way the counselor behaves is largely determined by childhood
experiences
.
It seems to me that the behavior of the counselor is to a large
ex-
tent determined by the type of training he/she received.
My idea is that the counselor should stick with one "brand"
of
' counseling—be it Freudian, Rogerian, or Behaviorist.
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I suggest that the counselor develop his/her own theory andideas from other approaches that seem to be useful.
"borrow"
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PREFACE
This manual has been written for all who wish to improve their
interpersonal and helping skills. The training model is based on the
premise that all of us have, to some extent, the qualities and compe-
tencies for helping fellow humans in distress. Because of the focus on
the natural helping skills that are learned in the "school of experi-
ence" the model is referred to as Autobiographically-Based Counselor
Development or simply the ABCD approach.
Extensive reading in theories of counseling and psychotherapy
contributes to our understanding of human behavior. However, helping
is an art and is primarily learned by doing . Experiential learning
forms the core of the ABCD model. The model is designed to facilitate
the integration of techniques and strategies of others with one's
native personal style of relating. Trainees first explore their per-
sonal makeup and then assimilate aspects of various established counsel-
ing orientations that are in harmony with their own manner of relating.
The Humanistic Counselor presents a three-stage training model
designed to help people become more effective helpers. It is not an
introduction to different theories of counseling or a detailed presen-
tation of any one theory. However, as the title of this manual sug-
gests, the model is based on a view of man that is humanistic. The
humanistic orientation involves a centering of attention on the experi-
encing person and thus a focus on experience as the primary phenomenon
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in the study of man. Emphasis is placed on such distinctly human
qualities as choice, creativity, valuation, and self-realization, as
opposed to thinking about human beings in mechanistic or reduction-
istic terms. There is a concern with the development of the potential
in every person. This text incorporates the basic tenets of the human-
istic viewpoint and provides a practical guide for fostering the
humanistic growth and development of the counselor.
The current needs for accountability in education has led to
criticism of humanistic educators for their failure to translate ideals
into training procedures and objectives. This manual represents an
attempt to meet this need.
The Humanistic Counselor grew out of the author's doctoral
studies in the field of counselor education at the University of Massa-
chusetts. I would like to thank Professors Ena Nuttall, Donald Banks,
and Surinder Mehta for their support and insightful comments . Their
help during the design and research phase of this endeavor is deeply
appreciated. The comments of my colleague, Patricia McCool, were also
most helpful. Students who participated in the 'field test' saw them-
selves as collaborators in the task of refining the model. I wish to
acknowledge and express appreciation for their important contribution.
Finally, I wish to express gratitude to all who have contributed to my
personal and professional development. They have enriched the contents
of this training manual.
Edward Deevy
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INTRODUCTION
These introductory pages will give the reader a general
introduction to a mode of counselor education called Autobiographi-
cally-Based Counselor Development. For the sake of economy this
training model will generally be referred to as the ABCD approach.
These four letters suggest one of the distinctive features of this
training modality, namely, the fact that training is designed to cul-
tivate skills learned from experience. The native helping skills of
the trainee provide the starting point for future growth and devel-
opment .
The ABCD approach, like other training models, has its roots
in the works of other educators. A brief review of the contributions
of these authors will contribute towards an understanding of the train-
ing model presented in this manual.
Evolution of the ABCD Approach to Counselor Education
In recent years we have seen a trend away from academic pro-
grams designed to train counselors and towards programs that are essen-
tially experiential. It has been established in a number of studies
that students learn more about the counseling process experientially
through discovery than through demonstration or lecture.
As early as 1952 Eysench questioned the value of counseling
and psychotherapy. In fact he concluded that "there seems to be an
inverse correlation between recovery and psychotherapy" (324) . By
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implication, Eysench questioned the effectiveness of programs de-
signed to train counselors and therapists. Researchers spend much
time in polemical debate over the validity of the research conducted
by Eysench and his successors. His findings certainly raise trouble-
some questions about the ways we have traditionally trained counselors
and therapists. Some, including Robert Carkhuff (1969) have suggested
that counseling and psychotherapy as currently practiced may have a
detrimental effect.
A New Departure: Systematic Skills Training
A number of educators have responded to the challenge of Ey-
sench by developing programs that focus on the systematic teaching of
specific helping skills. Foremost among this groups are Ca>rkhuff
(1969, 1971, 1973), Ivey (1971, 1972), Kagan (1971, 1973), Brammer
(1973) , Egan (1975) and the team of Hackney and Nye (1973)
.
Carkhuff has developed a mode of training designed to help
the student develop the "necessary and sufficient" conditions for
therapeutic change, as postulated by Carl Rogers. The trainee is
drilled in making certain responses so that he can deal with the client
in a 'respectful' and 'emphatic' manner while being at the same
time 'genuine.'
Ivey and his associates have developed a skills training
program under the rubric of "microcounseling." The focus in
this model
is on helping the trainee develop "certain discreet
observable be-
haviors" that are considered necessary for effective
counseling.
Trainees practice each of the "attending" and other
skills identified
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in this paradigm. Available research suggests that trainees quickly
acquire these skills,
Kegan and his associates have developed a technique called
"interpersonal process recall" (IPR) . This model is also highly
systematic but appears to be more complicated than the models devel-
oped by Carkhuff and Ivey.
Brammer's training model is somewhat similar to the model
developed by Carkhuff, but he has delineated many more helping
skills in his training program.
Hackney and Nye have developed a three-stage developmental
model. Egan's model is also designed around a three-stage develop-
mental schema. Egan's work was strongly influenced by the findings
of Carkhuff and Ivey.
All of these models are systematic. In the sense that they
involve the trainee doing things^ they could be considered experien-
tial. It is my opinion that the originators of these training modal-
ities have made a significant contribution to the field of covinselor
education by facing the issues of accountability and effectiveness
squarely. They specify what skills they propose to teach and how they
propose to teach them. Because they specify learning objectives they
are able to measure to what extent trainees acquire certain skills
as a result of training. To some extent these educators are reacting
to traditional programs of counselor education where the focus is on
the student developing research techniques, studying abnormal person-
ality, studying the behavior of rats and a host of other subjects that
have little direct bearing on how the counselor responds to the client.
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These educators would see the core of counselor training as the develop-
ment of certain skills that could be used in the counseling situation.
My reservation about systematic skills training approaches has
to do with my assumptions about the nature of counselor growth and de-
velopment. The individual does not come to the training program as a
tabula rasa ; he has already developed a unique set of skills for respond-
ing to others. These skills are part of the repertoire of adaptive
behavior that each individual develops. They reflect the influence
of a complex set of biological, environmental and cultural factors.
Not merely will these behaviors vary from one social group to another
but they will vary from individual to individual. Modern psychology,
in its attempts to be scientific, tends to generalize about human
behavior. This kind of generalization is implied in systematic skills
training approaches. There is little recognition of the unique helping
behaviors that each individual brings to training. To a certain extent
the training group is homogenized and members emerge as look-alike
counselors. In some cases the prescribed skills will not conform with
the native helping style of the individual and this will lead to a
certain incongruence.
To understand another individual is not a simple process and it
never will be. A set of specific skills may not add up to communica-
tion between counselor and client. These skills contribute to the art
of helping but they do not necessarily produce the artist. It is my
opinion that the training of counselors cannot be reduced to the teach-
ing of a set of specific behaviors. In short, counselors cannot be
trained in the same way as we train auto-mechanics or carpenters.
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The training model presented in this model focuses on each
trainee's idosyncratic style of helping. While we approach the task
of counselor training in a methodical and pragmatic manner the
approach is essentially idiographic.
Hmnanistic-Experiential Approaches
to Counselor Training
The trend away from traditional academic approaches to
counselor training is also represented by another group of educators
whose models are experiential and humanistic. They differ from the
systematic 'school' in that their focus is on the individual trainee
developing his own idiosyncratic style of helping. Over the years
the foremost exponent of the humanistic-experiential approach has been
Carl Rogers (1942, 1951, 1957). Rogers started out at the University
of Chicago as a fairly traditional co\inselor educator. As the years
passed he moved towards a student-centered approach with the emphasis
on each individual developing his own style of counseling. He came to
see himself as a 'facilitator' of student growth rather than as a
'teacher' or 'trainer.' Rogers was the first to use tape recordings
of actual counseling sessions as a means of helping the student sharp-
en his counseling skills. He advocated that the student-in-training
get involved in counseling people. He saw most learning as
coming from
the feedback provided on this counseling work.
Wideman (1970) also advocates an approach to counselor
train-
ing that is both experiential and humanistic. He is
more explicit
than Rogers in stressing the past learnings that the
student brings
to the training program. He views training as
largely a process of cul
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thG native helping skills of the individual. His assumption
is that if the student is to make necessary modifications he must
have a good understanding of how he naturally responds to people.
Like Rogers, Wideman advocates student-centered training.
The training model presented in this manual is based on the
same basic tenets as those formulated by Rogers eind Wideman. Neither
Rogers nor Wideman have attempted to translate their general formu-
lations on counselor education into a training progreim that includes
specific learning objectives. Unlike members of the systematic school,
humanistic educators have generally failed to specify what it is they
propose to teach and how they propose to teach it. Training goals
are often expressed in somewhat vague terms such as "increased self-
awareness," "heightened sensitivity" and "self-actualization." While
the basic tenets of the model presented in this manual are humanistic
the model also has origins in the systematic 'school' in that training
objectives are specified.
The ABCD Model has Roots in the
Findings of Anthropologists
Anthropologists have contributed much to our understanding
of the process of learning. It is beyond the scope of this manual
to detail all those findings indicating that much of our learning
about people is derived from non-classroom experience. In Chapter
I,
I will briefly describe how biological, environmental and
cultural
factors contribute to the development of the trainee's
basic ideology
of helping. The basic assumption underlying the ABCD
model is that
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each individual brings to training a unique ideology and style of
helping. This ideology and style is largely derived from the "school
of experience .
"
The ABCD Model has Autobiographical Roots
Every training model is, to some extent, reflective of the
professional and personal experiences of its author. Several years
3.go this author wrote a detailed autobiography
. Out of this extensive
self-exploration, emerged an increased awareness of how culture and en-
vironment had influenced my ideology and style of helping.
Fifteen years of active 'field' involvement in community work
led me to question what it was that separated those helpers who were
effective from those who were ineffective. It was clear that the amount
of training received was not the decisive factor. My observations
of helpers over the years suggested that some people—trained or un-
trained—had certain natural qualities that enabled them to effective-
ly respond to the problems of other people. Among this group were
nurses, psychiatrists, teachers, policemen, psychologists, cabdrivers,
mothers—a wide variety of people with and without professional train-
ing. I also observed many people who appeared to lack basic interper-
sonal skills. This group ranged from professionally trained therapists
to the proverbial 'man in the street. ' These observations contributed
towards the development of a training model that places heavy emphasis
on the trainee's natural helping skills.
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Introducing the ABCD Training Model
The ABCD model involves three developmental stages of train-
ing. Each of these stages will be described in detail in later chap-
ters of this manual. The first stage of the model involves helping
the trainee process past experiences and discover his natural style
of helping. It is for this reason that the modality was named Auto-
biographically-Based Counselor Development. The second stage is de-
signed to allow the trainee to integrate scientific learnings with the
learnings from the world of immediate experience . The focus during
the third stage is on helping the trainee develop the capacity for on-
going growth and development. Major goals for each of these three
stages have been translated into a series of specific objectives.
These objectives are expressed in behavioral terms. This develop-
mental model includes both didactic and experiential learning.
The Need for Lay Counselors
Over the years we have come to associate counseling and psy-
chotherapy with highly specialized individuals who have undergone ex-
tensive training. Help for people in distress is both scarce and ex-
pensive. There is a considerable body of research indicating that indi-
viduals with minimum training can become effective counselors. In many
institutions and agencies the responsibility of helping people in dis-
tress is increasingly the responsibility of paraprofessionals . There
simply is not enough Ph.D. professionals to go around. We need more
trained lay counselors in our society. The ABCD training model is
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designed to meet this need.
My assumption is that most high functioning individuals with
basic helping skills can be effective counselors. Implied in the
ABCD model is the idea that counseling can be demystified. We can
effectively and efficiently train correctional officers, nurses,
teachers
,
community mental health workers
,
policemen and a wide variety
of individuals the basic skills necessary for effective counseling.
We need individuals in every walk of life who are able to respond to
fellow hiamans in distress. Most paraprofessional helpers learn much
about helping from their everyday work. The ABCD model is efficient
in the sense that it capitalizes on this experience. The trainee feels
validated because prior learnings are acknowledged.
The Need for Flexibility
It is expected that the trainer using this model would be a
high functioning individual with a sound knowledge of behavioral
sciences. While individual training units are described with a high
degree of specificity this manual is not intended as some kind of
bible. Within the broad developmental framework provided there is lots
of room for the trainer to be flexible and innovative.
Overview of Training Manual
In Chapter I, entitled "On Becoming a Counselor," the nature
of counselor growth and development will be discussed. This will be
followed, in Chapter II, with an outline of the conditions considered
for facilitating this growth and development. The reader isnecessary
provided with an overview of the three-stage developmental model in
Chapter III. Each of the three stages are described in detail in
subsequent chapters.
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Terminology
The person who implements this training program is referred
to as the "trainer" and the person who participates in the training
program is referred to as the "trainee." No superior-subordinate
relationship is implied in the use of these terms . The person who
comes to the counselor for help is generally referred to as the
"client" despite the medical connotations of this term. Finally, I
ask the reader not to see the use of male personal pronouns as an ex-
pression of sexism. Colleagues who read the original draft of this
manual found that the use of "he/she" detracted from the flow of the
language
.
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CHAPTER I
ON BECOMING A COUNSELOR
Introduction
Each individual brings to training a set of convictions
and assumptions about man and about how he can be helped to learn and
grow. The individual also brings a repertoire of behaviors for respond-
ing to others. In a sense we could say he has a unique style of
helping. These behaviors are part of the adaptive strategies developed
as a result of just living.
In the ABCD model we recognize what the individual brings to
training as a result of past experiences. Rather than presuming to
teach the trainee "the basics" about interpersonal skills we attempt to
build on existing patterns of behavior. The goal in training is to
help the individual change or modify those behaviors that are not
'helpful' and to help him increase his repertoire of behaviors for
responding to others. Different trainees will need to work at develop
ing different skills. The trainee who is naturally very directive may
need to work at non-directive ways of responding to the client. On the
other hand, if the individual tends to be non-directive he may want to
work at ways of being more directive.
It would be monstrous to assume that counseling skills were
only
acquired through a counselor training program. Indeed, most
fully func-
tioning individuals in our society have many of the skills
considered
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necessary for effective counseling. In the ABCD model, training is
seen as part—albeit a most significant part—of the ongoing "becoming"
of the counselor. The development of counseling skills does not start
with training and does not end with training.
What we are saying may seem somewhat radical to some educators.
In the following pages I will attempt to establish some kind of ration-
ale for this position since it is central to the ABCD approach. Using
the findings of anthropology we will show how much of our learnings about
people and about responding to people are derived from non-classroom
experiences
.
Helping Skills are Learned from Experience
It is my opinion that many of the responses of the counselor in
the actual counseling situation can be understood in terms of some deep-
rooted patterns of behavior. While the counselor may explain his in-
terventions in terms of some theory or technique I believe they are,
for the most part, a natural expression of the counselor. My view is
that there is no fundamental difference between the way the counselor
responds in a purely social situation and the way he responds in the
counseling relationship.
All of this suggests the appropriateness of the trainee explor-
ing the origins of his helping behaviors. This kind of self-explanation
is a major feature of the ABCD training and is considered necessary if
the trainee is to make appropriate changes and modifications on his
style of helping
.
It may be helpful to the reader if we discuss how these
patterns
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of behavior are developed. Compared to other animals, the major adaptive
strategy of Homo sapiens has been the continued development of behavior-
al flexibility and learning from experience. The behavior that we humans
engage in to survive and to cope with our environment is not progr2utimed
into us as fixed action sequences, even though all features of human
behavior depend on genetically transmitted biological foundations . In
olden terminology, the human species exhibits very little 'instinctive'
behavior. Instead, each human comes into this world with a complex
brain for recording experience.
The ability to learn from experience is not unique to humans
of course, for all animals have this capability. The difference be-
tween us humans and other animals is in the much greater repertoire of
behavior that can be learned and secondly , in the extent to which suc-
cessful adaptation depends on the transmission from generation to gen-
eration of large amounts of previously learned knowledge.
A discussion of general mechanisms involved in learning is
beyond the scope of this manual. Suffice it to say that humans tend to
repeat behavior that is "positively reinforced" and to avoid behavior
that is "negatively reinforced."
We learn by doing and this learning includes "helping" and "non-
helping" patterns of behavior. These patters are part of the
adaptive
strategy developed as a result of experience. There are
many areas
where the individual's adaptive strategy will have little
or no effect
on professional performance. The statistician,
the biochemist, and the
accountant can pretty much divorce their professional
competencies from
their personal patterns. This is not likely to
happen in the case of
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the counselor where personal patterns of behavior are an integral part
of his professional competencies.
Probability Inference
We humans learn through a process called probability inference.
During the course of a lifetime, or even in just making it through an
ordinary day, a human must make a fantastically large number of deci-
sions. Because most of our behavior is not genetically programmed, we
must decide from moment to moment, what we are going to do next. These
decisions for action are made largely on the basis of our prior infor-
mation about the environment and about probable consequences of any par-
ticular act. We are all well aware that individual probability infer-
ences are often wrong. In other words we can learn from our mistakes.
Probability inferences involve a continuous form of learning. The
real value of formal academic training is that it enables the counselor
to make inferences in the counseling situation that are informed and
reliable. Obviously, all the inferences that the counselor makes are
not the result of formal training.
Influence of Culture on Human Behavior
Anthropologists have directed our attention to the influence of
culture on human behavior . We now know that a considerable portion of
the adaptive tactics and strategy of Homo sapiens is made up of
learned
and culturally transmitted patterns. To some extent helping
behaviors
will vary from one cultural group to another. The attempts
of the white
middle class therapist to get the client to explain his
so-called Oedi-
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pal complex might not be considered helpful in a cultural group where
sex is not a taboo.
Individual Patterns of Behavior
I have suggested that because of the influence of culture on
human behavior, 'helping' behaviors will vary from one cultural group
to another. Helping behavior will also vary from one individual to
another within these groups . The concept of culture is generally applied
to groups . Implied is a general homogeneity of behavior within social
groups. Our own personal experiences and common sense tell us daily
that human behavior is extremely varied, even within relatively small
homogeneous groups
.
Each individual human has a unique set of biological character-
istics and capabilities, as well as a unique history of interactions
with his special niche in the world. I stress the learned knowledge
of the individual rather than the traditions of the group because of
its implications for the way we train counselors . It suggests the
appropriateness of an idiographic approach to counseling and to counselor
training.
Central to the ABCD mode of training is a respect for the unique-
ness of each individual's interpersonal skills. No attempt is made to
homogenize the training group by imposing some particular technique or
cluster of skills.
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The Autobiographical Nature of Counseling Theory
The theories of great psychologists contain 'evidence' of the
autobiographical nature of counseling theory. Unfortunately, when
these theories reach the student in the psychology textbook they have
been so sanitized that the influence of environment and culture is not
readily apparent. These theoretical formulations often appear to be a
product of pure abstract reasoning. Many of the great theorists includ-
ing Freud, Jung and Rogers, were quick to point out that much of the
'data' they used was derived from their own personal experiences.
A detailed discussion of how culture and environment influenced
the formulations of great psychologists is beyond the scope of this man-
ual. A few examples will serve to illustrate. Freud's views on the
inferiority of women mirrored the attitudes of his time. His theoreti-
cal views about women were a rationalized version of patriarchial preju-
dices during the Victorian period. Freud's concept of an Oedipal com-
plex can be traced to his own ambivalent attitude towards his father.
Jung's preoccupation with the mystical dimensions of human existence
can best be understood in terms of his own upbringing in a Lutheran
parsonage. Victor Frankl's concept of "will-to-meaning" had its ori-
gins in his own concentration camp experience.
In the ABCD mode of training each trainee is viewed as having
a personal ideology of helping as a result of past experiences . In most
cases this ideology will be rudimentary and not well formulated.
18A
Formulating a Personal Theory of Counseling
The basic assumptions and convictions about training which
the trainee brings to training forms the core of the ideology or
theory which he uses in the helping relationship. A major goal
in the ABCD model is to help the trainee define this 'theory.' The
helping style of the trainee is an expression of this theory or ideolo-
gy. We consider it important that the counselor understand how he in-
tervenes in the counseling situation and the probable consequences of
his interventions
.
In the ABCD mode we view this self-knowledge as a necessary
first step before the trainee can make useful or necessary changes in
his counseling style. We also view this self-discovery as essential
preparation for the integration of new ideas and techniques
.
In the ABCD model the trainee integrates scientific knowledge
with knowledge derived from the world of immediate experience. The
theories and techniques of others add depth and clarity to the trainee's
idiosyncratic style of helping. We strive for what Allport (1958)
calls "reasoned ecclecticism" or what Brammer and Shostrom (1968) call
"integrative ecclectism." Counselor growth is seen as an organic pro-
cess .
The Need for Counselor Training
Central to the ABCD model is the idea that training can
help
the trainee change existing patterns of behavior. We
know from everyday
observation that interpersonal skills will vary from one
person to an-
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The person who grew up in a home where parents comfortably
and naturally communicated with each other and with their children
is more likely to have better communication skills than the person who
grew up in a home where parents rarely communicated beyond a super-
ficial level. While each trainee brings different natural helping skills
to the training program all can benefit from training. In each case
existing patterns of behavior can be modified and new helping skills
acquired. While I do not want to suggest that the only good counselor
is a "born" covmselor I do believe that some individuals seriously lack
the communication skills necessary to be effective counselors.
In this chapter I have described counselor growth and develop-
ment as a "becoming" process. While emphasizing the natural helping
skills which each of us develop as a result of "just living" I do not
want to denigrate the value of professional training. The well-inte-
grated individual who has a good understanding of his native helping
skills will be greatly enriched by the study of the behavioral sciences.
This kind of study can be part of the 'becoming' process. In some
instances the counselor will need highly specialized knowledge if he is
to effectively respond to clients who have serious problems.
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CHAPTER II
THE TRAINING OF COUNSELORS
Introduction
Formal academic programs designed to train counselors
typically involve a learning situation in which the student passive-
ly receives information dispensed by the instructor. This might be
labeled the "container approach" to counselor education. The student
becomes a receptacle for vast amounts of information received from
books and lectures . Competencies are generally decided by end-of-
semester examinations
.
The ABCD mode of training calls for a learning situation that
is different from the "container approach" with its emphasis on the
acquisition of a body of information. From all that has been said about
the nature of counselor growth and development in Chapter I it follows
logically that training must be trainee-centered. Trainee-centered
training involves a learning situation in which the focus is the per-
son of the trainee. The trainer is primarily concerned with facilitat-
ing the growth of the trainee rather than with dispensing information.
It is my assumption that the best learning can take place in an
atmosphere that is warm, 'safe,' and psychologically nourishing. The
key to creating this atmosphere rests in the trainer-trainee relation-
ship. The trainer who uses the ABCD model needs to be an
individual
who can enter into meaningful and growth-facilitating
relationships.
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It is in response to relationships with a person that the trainee's
growth occurs. In the area of counselor training it could be said
that it is the relationship that teaches rather than the text.
Trainees feel the personal emotional structure of the trainer long
before they feel the impact of the intellectual content offered by
the trainer. Counseling trainees learn who they are, and what they
are, as a result of interactions with each other and with the
trainer
.
Because the trainer-trainee relationship is seen as criti-
cally important, the dimensions of this relationship will be dis-
cussed in the following pages.
Relationship Between Trainer and Trainee
It has already been suggested that the trainer using the
ABCD model work towards creating a positive, humanizing and psychologi-
cally nourishing learning environment. Pine and Boy (1977) in dis-
cussing what it takes to create this kind of humanistic learning en-
vironment suggest that the trainer's work is characterized by.
-respect for the trainee
-effective communication
-acceptance of trainees
-concentration on the needs, problems and feelings of trainees
-permissiveness
.
Since each of these 'humanistic' characteristics apply
to the
trainer using the ABCD model they will be discussed in
some detail on
the following pages.
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Respect for the Trainee
It will be clear to the reader of Chapter I that the thoughts,
feelings, assiomptions and convictions of the individual trainee are of
the uppermost importance. Implied in the ABCD model is a respect for
the trainee's individuality, complexity, uniqueness, capacity for making
choices, right to govern his own life and select his own values, and his
idiosyncratic potential. Respect for the trainee is based on a recog-
nition of the dignity of the trainee. Dignity, as used here, refers
to the intrinsic value of the person. In order for the trainer to re-
spect trainees he must appreciate his own intrinsic value
.
Acceptance of Trainees
Accepting a person means allowing him to b^ so that he may
become. When a person is not required to defend himself, when he can
be what he is, he is free to change. The trainee who is free to be
unique, to hold his values, is free to look at himself and his work
as a counselor without fear. Accepting the trainee gives him the oppor-
tunity to express his feelings without fear of ridicule, attack, or
moralization
.
The ABCD mode of training calls for a high level of self-dis-
closure on the part of trainees. This can only take place in a s^
learning environment. Unless the learning situation is safe, the
train-
er will not allow internal perceptions to be expressed.^
The trainer who accepts trainees will make it easier
for them
Trainees feel comfortable only when they exper-to accept themselves
.
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ience acceptance. If the participant in the training program does not
feel it s all right to be myself here,"—if he does not feel his differ-
ence is valued, he will become defensive. Sharing one's inner convic-
tions about man and about how he can be helped to learn and grow can be
a scarey experience. Exploration of the past experiences that contri-
bute to one ' s ideology of helping can only take place in a group where
there is a high level of trust and acceptance.
Effective Communication
Effective communication occurs when the trainer perceives what
his students want to communicate and the students receive what the train-
er wants to communicate. Communication between trainer and trainees is
expressed through affective, cognitative, verbal and non-verbal means.
Facilitation of counselor growth requires open communication, and is en-
couraged by a non-threatening atmosphere that fosters trainer and trainee
resonance to each other's existence. To be resonant to another, the
trainer must be reasonably free from the influence of his needs and
anxieties which distort perception. He needs to develop "emotional an-
tennae" that constitute the subliminal language of communication—tone
of voice, bodily movements, posture, and facial expressions. In a
sense trainer and trainee experience each other.
An important component of communication is the ability of the
trainer to listen . To listen, the trainer immerses himself in the
trainee's flow of experience. Listening means keen cognitive and emo-
tional contact with the individual. Deep listening encourages
self-dis-
covery and facilitates the development of empathy , another
important
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element in effective communication. Empathy is experiencing the
learner's reality, even though that reality may not be congruent with
"objective" reality.
The Needs, Problems and Feelings of Trainees
The appropriateness of the idiographic approach to counselor
training was suggested in Chapter I. The more the trainer focuses on
the needs, problems, and feelings of the trainee, the more he empha-
sizes the existential character of counselor development.
In the ABCD mode of training the trainer communicates to
students that it is their needs and concerns that are important, that
their feelings and their experiences are of value and relevance. The
trainer gives the members of the training group the feeling that they
can trust their own feelings and discover new meanings from within
to guide their behavior. Focusing on the internal frame of reference
enables trainees to become more aware of internal resources . The
trainer says in effect: "It is you who is important; it is your experi-
ences that coxint; it is your being that is significant."
The Trainer is Permissive
Permissiveness, as used here, means the freedom to have ideas,
beliefs, values—permission to be oneself and to pursue interests
and
curiosity in search for meaning in life and in one's
work as a counselor
Permissiveness is an atmosphere created by a relationship
that reflects
acceptance , empathy , respect , and understand^.
Trainees feel free to
explore their capacity for self-directive
growth when they experience
permissiveness
.
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The trainer can expect his beliefs to be challenged and tested
by trainees
. The fully functioning trainer does not feel the need to
defend his beliefs when they come under attack. If the trainee is to
grow and understand the meanings of his experiences—a major goal in
the ABCD model—he must feel free enough to reveal his internal
self without fear of contradiction or interference from the trainer.
The emergence of the authentic counselor can come about when the trainee
can remove the protective layers that cover his inner feelings
.
The Trainer as Role-Model
We have discussed in some detail the major characteristics
of the trainer-trainee relationship. It should be noted that these
characteristics also apply to the counselor-client relationship. Just
as the trainee responds to understanding, genuineness, empathy,
acceptance, and respect on the part of the trainer, so does the client
respond to these same conditions on the part of the counselor. The
trainee responds to the trainee-centered learning situation by verbali-
zing with ease, achieving insight, and becoming involved in the develop-
ment processing, and synthesizing of values. The client responds in a
similar manner in the client- centered situation. In the ABCD model the
trainer strives to role—model those behaviors that the trainee will find
useful in the counseling situation.
The Personal Theory of the Trainer
A basic tenet of the ABCD mode of training is the notion
that
personal theory is the basis of all human behavior and certain
psycho-
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logical, cultural, social, and ethical assumptions influence the
formation of that theory. When a person possesses a theory, and is
able to identify the assumptions upon which it is bxiilt, that person is
able to bring a certainty to his behavior because that behavior is con-
gruent with his theory and is, therefore, an extension, reflection,
and reinforcement of that theory. A well formulated theoiry has
value. It enables us to view life as not wholly capricious and prepares
us to deal with each day ' s new experience in an orderly and somewhat
consistent way.
The need for the counseling trainee to formulate a personal
theory has already been stressed. We think it is useful for the
trainer to formulate a personal theory. He brings certain assumptions
and convictions to his work of training. The 'becoming' trainer
strives to understand, define and articulate his basic assumptions about
training. In short, he develops a rationale for his work as trainer.
Creating a Humanistic Learning Environment
We have already described the trainer-trainee relationship
as the primary 'ingredient' in creating a humanistic learning situ-
ation. A number of other factors can contribute to creating
this
kind of learning environment.
The choice of physical environment where learning takes
place can be an important consideration for the ABCD
training model.
The sterile atmosphere of the traditional
classroom is not appropriate.
It is suggested that training take place in a
comfortable, informal and
relaxed setting. Because the model calls for
small group exercises, it
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helpful to select a place that allows trainees space to move around
and to participate in exercises with relative privacy.
The size of the training group is also important in endeavoring
to create a humanistic atmosphere. For the ABCD training program it is
recommended that the training group not consist of more than twenty
participants. It is difficult to create the kind of interactions
described earlier in this chapter, in larger groups. My personal
experience suggests the appropriateness of using two co-trainers. It
makes the task of facilitating student growth much less demanding and
more enjoyable.
In Chapter I we discussed the nature of counselor growth and
development. In this chapter we explored the training conditions that
could facilitate this kind of growth and development. All of this
"sets the stage" for a description of the training model in subsequent
chapters
.
194
CHAPTER III
OVERVIEW OF THE ABCD TRAINING MODEL
The ABCD training model includes three developmental stages.
The model is progressive with each phase of training building on the
previous phase. In this chapter the goals for each stage of training
will be outlined and the design for individual training units will be
described. Each of the three stages will be described in greater de-
tail in subsequent chapters
.
The three stages of the model are as follows:
Stage I: Discovery
Stage II: Integration
Stage III : New Horizons
The stages in this model refer to the progressive steps involv-
ed in the training of counselors. This developmental schema also
applies to three progressive phases in the counseling relationship.
Skills learned by the trainee during one particular stage of training
enable him to help the client through the corresponding stage of the
counseling relationship. It is a model for both training and helping.
This developmental schema provides a broad framework for under-
standing what is happening at any particular time during training or
counseling. It is not intended as a rigid 'blueprint' to be religious-
ly followed in every training or counseling situation. A
developmental
schema is useful to the extent that it helps either trainer
or counsel-
or 'make sense' out of what is happening. It provides
a larger perspec-
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tive for viewing the growth and development of the counselor or client.
Because each trainee brings to training a unique set of helping
skills the needs of individual trainees will vary from one to another.
One trainee may come to training with highly developed directive skills
that enable him to help the client take remedial action (Stage III of
counseling relationship) but lack the skills necessary to help the
client explore the various options available (Stage II of counseling
relationship) . In a similar manner the needs of individual clients will
vary. A client may have a good understanding of the origins of his
problems (Stage I) and have a good understanding of what action needs
to be taken (Stage II)
,
but lack the motivation to take affirmative ac-
tion. All of this suggests that this three-stage developmental model
is most useful when applied in a flexible manner. It is broad enough
to include trainees and counselors of all theoretical persuasions.
On the following page the reader will find a chart showing
the goals for each Stage of the model. What follows is a brief descrip-
tion of the model as it applies to both training and counseling.
Stage I of the ABCD Developmental Model: Discovery
Training . During this stage of the training program the trainee ex-
plores his own idiosyncratic style of helping. Autobiographical exper-
iences are processed with a view to helping the trainee discover what
it is he prizes in the helping process. At the end of this phase
of
training, the student is able to identify the skills he brings
to the
helping process.
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ABCD TRAINING MODEL
Stage I: Discovery
GOALS FOR TRAINING: To help the trainee understand his natural helping
style and the things that contributed to the for-
mation of this style.
GOALS FOR COUNSELING: To help the client discover his problem and the
behavioral origins of this problem.
GOALS FOR TRAINING:
Stage II: Integration
To help the trainee become a more fully function-
ing and integrated individual who understands the
strengths and weaknesses of his helping style.
To help the trainee make appropriate and neces-
sary changes on his helping style and to increase
the repertoire of his helping behaviors. To help
the trainee integrate didactic and experiential
learning
.
GOALS FOR COUNSELING: To help the client explore his problem and 'make
sense' of the data available. To help the client
decide on an appropriate course of affirmative
action.
GOALS FOR TRAINING:
Stage III : New Horizons
To help the trainee develop the techniques and
skills necessary for fostering his personal and
professional growth.
GOALS FOR COUNSELING;; To help the client take remedial action. To help
the client become a more fully-functioning and
self-actualized individual.
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Counseling . During this stage of the counseling relationship the
counselor helps the client identify the problem. Many times the
client comes to counseling without knowing what it is that is causing
distress. Learnings derived during the Discovery (Stage I) phase of
training enable the counselor to help the client through the process
of self-exploration. The counselor who has explored his own life is
better equipped to help the client through the 'insight' phase of the
covmseling relationship.
Stage II of the Developmental Model: Integration
Training . During the Stage II phase of training the trainee not
merely integrates or 'makes sense' out of his helping behaviors, but
also integrates the techniques and strategies of others. Stage I
exploration of personal counseling style prepares the way for the trainee
to make appropriate changes and modifications during this stage of
training. Feedback from practice counseling sessions enables the
trainee to get a better understanding of the strengths and weaknesses
of his counseling style. The trainee experiments with new behaviors.
The goal for this stage of training is to help the trainee become a
well-integrated counselor who understands what he is doing and the
meanings of his interventions.
Counseling . During Stage II of the counseling relationship,
the
counselor helps the client 'make sense' of the data
discovered during
Stage I exploration. With the help of the counselor
the client ex-
plores the various options available and then
decides on appropriate
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remedial action. For this phase of the counseling relationship the
counselor needs to be a well-integrated person who understands the
meaning of his interventions. He needs to be a resourceful person
with a wide repertoire of skills so that he can respond to different
situations. The counselor will help the client reach a decision on
an appropriate course of action by using a variety of strategies such
as confrontation, self-disclosure or by providing the client with an
alternative frame of reference. Learnings derived during the Integra-
tion (Stage II) phase of training enable the counselor to more effect-
ively help the client through the Stage II phase of the counseling
relationship.
Stage III of the ABCD Developmental Model: New Horizons
Training . During the Stage III phase of training the emphasis is on
facilitating the personal and professional growth of the trainee.
The trainee learns ways of promoting his personal and professional
growth. The emphasis is on the trainee doing things that will help him
to become a more fully functioning and self-actualized person.
Counseling . During the Stage II phase of the counseling relationship
the counselor helps the client take appropriate remedial action and
helps him develop strategies for promoting his personal growth. This
is the action phase of training and counseling. The first
responsi-
bility of the counselor during this phase of the counseling
relation-
ship is to help the client take remedial action. This
may involve sup-
whatever action he chooses to take. In some casesporting the client in
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it may mean prescribing specific behaviors for the client. However,
counseling does not end with remediation. The counselor will help
the client discover inner resources for coping and for growing as a
person. The goal for this phase of counseling is to help the client
become a more self-actualized person.
During Stage III training the trainee discovers inner resources
and learns ways and means of promoting his personal cind professional
growth. Learnings derived during this stage of training prepare the
counselor to make more effective interventions during Stage III of the
counseling relationship.
We labeled this third stage of the model "New Horizons" because
of the forward-looking orientation in both the training and counseling
situations
.
Workshop Format
Implementation of the ABCD model involves four days of train-
ing. Stage I consists of six one-hour training units and is presented
on the first day of the workshop. The twelve one-hour Stage II training
units are presented on the second and third day of the workshop. The
six Stage III one-hour training units are presented on the
fourth day
of the workshop
.
Having some time elapse between each of the stages of
training
would appear to be helpful to the trainee. It allows
for processing
on the part of the trainee and enriches the learning
experience. While
the design calls for a four day workshop format it
can be adopted as
a semester-long learning experience.
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Design of Individual Training Units
The ABCD model is designed to provide for the integration of
both didactic and experiential learning. We originally attempted to
combine presentations and exercises into single training units
.
Trainees foxind this combination confusing. In the present design,
presentations and exercises are presented in separate units. To main-
tain some balance, the design calls for alternating between didactic
and experiential units.
The broad training goals for each stage of the model have been
translated into a series of specific behavioral objectives. Each unit
is designed around one specific objective. In subsequent chapters the
reader will find a Table of Specifications for each of the twenty-four
training units. This table lists the specific objective for the unit
and the activities designed to meet the objective. The reader will
note that each unit is described with a high degree of specificity.
Again, it is hoped that the trainer using this model will be flexible
and see these tables as general guidelines.
Enriching the Learning Experience
Besides the individual training units there are a number
of
activities that can enrich the learning experience for
participants.
Having trainees keep a personal journal in which significant
learnings are recorded is very helpful. Since the
presentations are
necessarily brief it is useful to give trainees
hand-out material on the
major topics covered. This hand-out material could include
an annotated
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bibliography covering relevant publications.
In general, paraprofessionals appreciate presentations that are
down-to-earth and contain practical illustrations.
Finally, we have found that evaluations can be helpful to
trainees in their processing of the learning experience. It is re-
commended that members of the training group be given an opportunity
to evaluate each stage of the training program. Questions on the
evaluation instrument would speak directly to the objectives stated
for individual units . Not merely would this exercise help members of
the group process learnings
,
but it would also help the trainer by
letting him know to what extent training objectives were accomplished.
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CHAPTER IV
STAGE I OF ABCD TRAINING PROGRAM: DISCOVERY
Introduction
The first stage of training is devoted to helping the
trainee discover his unique helping style. It prepares the way for
changes and modifications of helping behaviors during Stage II train-
ing. During Stage I the trainee explores what he brings to the helping
relationship. No attempt is made to tell the trainee how to relate to
others . The presentations help the trainee understand how past experien-
ces have influenced his style of helping. The exercises are designed to
allow the trainee to explore these past experiences . As the title of this
stage suggests, the first day of training is devoted to a 'discovery'
process
.
The rationale for helping the trainee discover where he is 'com-
ing from' is simple. Just as the client must have a good understanding
of the behavioral origins of his distress , so the trainee must have a
good understanding of how he typically responds to others. This kind
of self-understanding is a sine qua non if meaningful changes or modifi-
cations are to take place. Some clients come to counseling who already
have a good understanding of what is causing the distress. They will
be at what we have described as Stage II or Stage III of the counsel-
ing relationship. Likewise, some individuals will come to training
with a good understanding of the strengths and weaknesses of their
help-
203
ing style. They will already know what changes they want to make or
what new skills they want to acquire. In other words, there is no
implication that trainees typically lack the kind of self-understanding
that is the goal of Stage I training. The assumption is that all
trainees can benefit from the kind of exploration of past experiences
that takes place during this 'discovery' phase of training.
Goals for Stage I Training
Presentations . The goal is to provide the trainee with a better under-
standing of all the things that contributed to his ideology of helping.
The 'conditions' for effective counseling are presented with a view
to enabling the trainee to discover what he prizes in the helping
process
.
Exercises. The goal is to help the trainee get a better understanding
of his basic assumptions and convictions about people and about how
people can be helped.
Description of Training Units
The reader will find on the following pages, a Table of
Specifications for each of the six Stage I training units.
Each unit
is designed as an hour-long learning experience.
It should be noted
that all the didactic units are odd-numbered and
all the experiential
units are even-numbered.
Presentations . The trainee is first given an
overview of the processes
of learning (Unit I) . The trainer
Illustrates how past experiences in-
ABCD
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fluence the ideology of the counselor. In Unit 3 the trainer expemds
on these ideas and shows how culture and environment has influenced
the formulations of psychologists . The trainer may want to share
with the training group some of the experiences that influenced his
helping style.
In Unit 5, the "necessary and sufficient conditions as defined
by Carl Rogers are presented as a means of giving the trainee a
framework to look at what he prizes in the helping process. These
'conditions' provide a useful yardstick for looking at what it is
that is helpful in the coxinseling situation. A role play showing the
complete lack of these "necessary and sufficient" conditions is a use-
ful and humorous way of approaching this topic. It is a dramatic way
of conveying to trainees the need for the counselor to be genuine,
understanding and respectful in the counseling situation.
Exercises . Experiential learning begins with the trainee exploring
ways he has been helped by others in the past (Unit 2) . Here the
goal is for the trainee to begin to identify some of the things he
ad-
mires in helpers. This exploration of autobiographical experiences
is
continued in an exercise where the trainee looks at the ways
he has
helped others in the past (Unit 4) . Here the trainee is
attempting to
discover characteristics of his helping style. Finally,
the trainee,
in a small group situation, begins to formulate
and articulate his
basic convictions and assumptions about people
and about how people
can be helped (Unit 6)
.
It is suggested that the trainer begin
the first day of tram'
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ing by giving an overview of the presentations and exercises . A
'wrap-up' session at the end in which presentations and exercises
are reviewed will also be helpful to members of the training group.
Learnings Derived from Stage I Training
In the ABCD model we do not attempt to directly teach
specific and discreet skills. The trainee is viewed as an emerging or
becoming person who develops those skills or competencies that he feels
are necessary or useful . A few comments on the kinds of qualities
the trainee is likely to develop during Stage I training may be help
ful
.
During this first stage of training the trainee develops a
greater understanding of his helping behaviors. This kind of self-
knowledge enables the counselor to more effectively help the client
through the 'discovery' phase of the co\inseling process.
Freud, in
recommending analysis for the future analyst, recognized this
need for
self-exploration on the part of the counselor-in-training.
Carl Rogers stated that the conditions for effective
counseling
were "unconditional positive regard," "emphatic
understanding" and
"genuineness" on the part of the counselor. While
I am not convinced
that these conditions are always "sufficient,"
there is a considerable
body of research Indicating that they are
"necessary" in the counseling
relationship. A major goal in the ABCD model is to
help the trainee
develop these personal qualities. Unlike
Carkhuffs model, no attempt
is made to directly teach these
qualities. In the ABCD model, the
result of the learning experience,
emerges
trainee, as a
as a more fully
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functioning person who understands himself and others better. Stage I
presentations and exercises contribute to this kind of personal growth
and development.
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CHAPTER V
STAGE II OF ABCD TRAINING MODEL: INTEGRATION
Introduction
In a lecture delivered to students at the University of
California, Santa Barbara, in 1959 Aldous Huxley suggested that if we
are to develop an integrated education we need to begin by asking
fiindamental questions. He suggested that we need to look at such
fundamental problems as : Who are we? What is the nature of human nature?
How should we relate to the planet on which we live? How should we
relate to each other?
Huxley's concern, a concern shared by the author in designing
the ABCD training program, was how we could integrate a body of scienti-
fic facts with our learning from the world of immediate experience. In
the sense that the individual begins by exploring basic philosophical
constructs about helping (Stage I) we can say that the design reflects
Huxley ' s suggestion that integrated education be based on an exploration
of fundamental issues
.
Theories of counseling are usually presented in the abstract
vocabulary of scientific theory. They reach students through what Hux-
ley calls "the catastrophic vocabulary of textbooks." Most
students
find these books painful to read. These sanitized theories
lack emo-
tional content. In this age of specialization we
have tended to
divorce theory from the human experience.
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During Stage II training we attempt to integrate the best of
both worlds. The world of specialized or 'objective' knowledge is mar-
ried to the world of immediate experience. This is simply our acknow-
ledgement of the fact that we are both intellect and passion, our minds
have both objective knowledge of the outer world and subjective exper-
ience. There is an urgent need to bring together the humanistic, the
religious and the ethical on the one hand, and the objective and scien-
tific on the other. A n\amber of educators, including Professor Gerald
Weinstein at the University of Massachusetts and Professor George
Brown at the University of California, are attempting to develop ways
of implementing this kind of integrated approach to education. Stage
II is labeled "integration" because a major focus is the integration
of didactic and experiential learning.
It has already been pointed out that in the ABCD model
coun-
selor growth and development is seen as an organic
process. Stage I
training provides the ’groundwork' for the integrated
learning that
takes place during the Stage II phase of training.
This second stage
could be described as the 'body' of the training
program. The goal
for the trainee is a reasoned and integrated
ecclectioism. As we shall
see in the next chapter, Stage III is
devoted to helping the trainee
develop the capacity for continued growth
and development.
Goals for Stage II Training
Presentations . The goal is to introduce
the trainee to a wide range
of technigues and strategies for
helping people so that he can in-
crease his repertoire of helping
skills.
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Exercises . The goal is to help the trainee understand the strengths
and weaknesses of his own counseling style so that he can medce modi-
fications and changes that are necessary or desirable.
Description of Training Units
The reader will find a Table of Specifications for each of
the twelve training units on the following pages. Again, it will
note that broad training goals have been translated into a series
of specific objectives expressed in behavioral terms. Each train-
ing unit is designed to achieve one of the learning objectives.
Presentations. The six didactic units are designed to give the trainee
a comprehensive introduction to the techniques, strategies and skills
used by different 'schools' of counseling and psychotherapy. Edu-
cators generally group the many traditional theories and techniques
into three or four major 'schools.' In this training model these theories
and techniques are grouped under three major headings: psychoanalytic,
humanistic/existential and learning theory (behavior modification) .
Although most of the newer approaches to counseling have
their theo-
retical origins in one of these three major 'schools' we have
included
a fourth grouping under the heading of "current
psychotherapies." All
counseling theories and techniques can be grouped
within one of these
major categories. The first four Stage II presentations
(Unit 1, Unit
2, unit 5, unit 7) are devoted to a
description of the techniques and
strategies typically used by adherents of
these 'schools.'
in the introductory pages of this
manual systematic skills
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training was described as a significant new departure in the field of
counselor education. Proponents of systematic skills training general-
ly see themselves as transcending of the major theoretical 'schools'
referred to above, although most of their work is based on learning
theory. Because of the significance of these methodologies two units
(Unit 9, Unit 11) are devoted to skills training. Rather than attempt-
ing to give the trainee an overview of all the skills identified in
the various training models it was decided to focus on the microcounsel-
ing paradigm. The skills identified in this model appear to be rather
basic to the counseling relationship. Furthermore, it is my view that
microcounseling can be effectively and profitably used as a framework
for the trainee to analyze how he relates with others. In this train-
ing model microskills are presented as a yardstick for the trainee to
evaluate his helping skills . As in the other Stage II presentations, the
idea is that the trainee incorporates those strategies or skills
that
seem appropriate and useful. In this model we do not prescribe
speci-
fic skills but the trainee is encouraged to increase his
repertoire of
helpful behavior.
Perhaps it should be pointed out that Stage II
presentations
are not intended as a mini-course in "Counseling
Theory." These pre-
sentations are designed to introduce the trainee
to a fe» of the prin-
cipal strategies or techniques currently used
in the practice of coun-
seling and psychotherapy. It is suggested
that these presentations be
down-to-earth and devoid of theoretical jargon. A
live demonst
of these techniques, whenever possible,
would add to the learning ex-
perience. If the trainer has some very
strong positive or negative
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feelings about some particular theoretical orientation, he may want to
invite a colleague to cover that particular topic. In that way members
of the training group do not feel the trainer is trying to put over
or "put down" some particular approach.
The presentations should focus on two or three particular
techniques used by a particular ' school ' rather than attempting a
comprehensive overview. The annotated bibliography and other hand-out
materials allow the trainee to pursue topics of particular interest
at a later date. The trainee-centered discussion following
the pre-
sentation is seen as critically important for the integration
process.
It is recommended that this discussion not be sacrificed
in favor of
longer presentations by the trainer.
one possible way for the trainer to approach these
presenta-
tions on techniques would be as follows. The
trainer could develop a
case-history with a clearly defined presenting
problem. He would
then describe how members of the various
•schools' would respond to the
presenting problem. This would make it easier
for members of the train
ing group to identify differences in the
techniques used by adherents
of the different approaches.
in the Table of Specifications for
Unit 9 it is suggested that
the trainer give an overview of the
techniques used in the newer
psychotherapies. The overview was suggested
because of our reluctance
to select any particular technology.
It would appear, however, to be
more helpful for the trainer to
concentrate on the techniques used
by
one particular 'current
psychotherapy.' Among the current
psycho-
therapies that the trainer may
wish to focus on are
psychosynthesis.
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bio-energetics, gestalt therapy, transactional analysis and psycho-
drama. The choice of topic will depend, to a large extent, on the
preferences and resources of the trainer.
While an integrated and reasoned ecclectism is the goal of
training, it will sometimes happen that the trainee will end up
identifying with some particular 'school.' The trainee may describe
himself as 'Rogerian,' 'Freudian' or 'Behaviorist . ' When this happens
the significant fact is whether or not the trainee owns the theory or
technique
.
We have discussed the didactic component of Stage II training
in considerable detail because of our concern about the way techniques
and skills are presented to members of the training group.
Exercises . The six didactic units^ just described, are designed to
help the trainee integrate ideas from the world of science. The six
experiential units are designed to help the trainee integrate ideas
from the world of immediate experience. These exercises
provide the
trainee with progressively increasing amounts of feedback on
the strengths
and weaknesses of his idiosyncratic style of helping.
This feedback con-
tributes towards a deeper understanding on the part of
the trainee of
how he works with people. This understanding
provides the basis for
necessary and desirable changes. The exercises
provide an opportunity
for members of the training group to experiment
with techniques and
strategies presented in the didactic units
.
Mergers of the training group are first
involved in practice
dyads (Unit 2, Unit 4) . At this stage
it is
counseling sessions using
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suggested that the 'client' deal with a light issue from his personal
life. If the trainer feels that members of the training group are not
ready for this kind of risk-taking he may suggest a role-play of a
counseling session.
For the first two counseling sessions we suggest that the
feedback be supportive and focus on the positive aspects of the counselor's
work. Because counseling is a personal expression of who the counselor
is as a person, the beginning counselor will feel vulnerable. Negative
criticism of his counseling work can be experienced as some kind of
'clobbering.' If this happens the student counselor will simply 'close
down. ' As a general rule trainees are able to deduce from the positive
feedback what it is they need to change or modify. In later exercises,
the feedback includes constructive suggestions to the 'counselor' on
possible behaviors he may wish to experiment with.
For the second of the dyadic exercises (Unit 4) it is suggested
that the counselor experiment with some new behavior. If he tends to
be very directive he might concentrate on being less directive.
All
the exercises during Stage II training are designed to provide
a safe
laboratory for experimentation.
From practice counseling in dyads the trainee progresses
to
practice counseling in foursomes (Unit 6, Unit 8) . For
this exercise
to produce significant learning, it is essential
that the foursome be,
in a very real sense, a support group. In
the first foursome (Unit 6)
the process observers give positive feedback
on the counselor's work.
They may also make suggestions to the
'counselor' on possible behaviors
he may wish to experiment with. This
kind of constructive feedback can
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only be useful within the context of a supportive situation where
members of the training group see themselves as collciborators in each
other's efforts to become more effective counselors. In the second
foursome (Unit 8) it is recommended that the counselor experiment
with some of the behaviors suggested during the previous exercise.
Following the four practice counseling session the next step
in the experiential learning process involves a case-method discussion.
The case-method approach to learning has been used for years in schools
of law and business. Rogers was the first to use audio tapes of
counseling sessions as a means of training counselors. Wideman (1970)
strongly recommends case-method discussion, using audiotapes of counsel-
ing sessions. He sees it as a powerful way of helping the student
de-
velop the analytical skills necessary for effective counseling.
For this exercise we recommend the use of a tape in which a
mem-
ber of the training group is the counselor. Arrangements
for the making
of such a tape could be made at the end of the first
section of training.
If the logistics of making such a tape prove to be
difficult, the train-
er may want to introduce a tape of his own
work as a counselor. A num-
ber of commercially produced tapes illustrating
the work of such thera-
pists as carl Rogers, Albert Ellis and Fritz
Peris are available. My
view is that the best learning occurs when
a member of the training
group is the actual counselor on the
tape. Having the counselor pre-
sent tends to keep the discussion from
degenerating into an abstract
academic debate about the • right • and
the 'wrong' way to counsel.
Before the discussion begins the
trainer suggests some norms or
•ground rules' to be followed. The
best learning comes out of a situa-
tion in which (a) the discussion
focuses on the needs of the person
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whose work is being analyzed, (b) members of the training group are
supportive and constructive in their comments and (c) the discussion
is trainee-centered with each member of the group questioning what he
would do differently at critical choice points. Any member of the
group may 'flag' a stop in the replay of the tape to ask questions or
make suggestions. Out of the discussion members of the training group
develop an appreciation for the wide variety of possible interventions
at any particular critical choice point. More importantly, they
begin to understand the possible consequences of these interventions.
During the discussion it is useful for the trainee to keep
in mind a number of basic questions such as: What is happening? How
come? What would I do differently? Why? As the discussion pro-
gresses each member of the training group is analyzing how he would
respond at critical choice points. Out of the discussion group members
develop a greater appreciation of their own idiosyncratic styles
of
helping.
We have introduced case-method discussion as part of
the exper-
lential learning during Stage II training because of its
usefulness in
helping the trainee develop analytical skills.
Case-method discussion
is also a powerful means of fostering professional
growth and for this
reason a similar exercise will be included in
Stage III training.
Experiential learning during stage II training
concludes with
a process session (Unit 12) . The goal is
to help the trainee formulate
his ideas about counseling. This unit
provides an opportunity for mem-
bers of the training group to bring
together learnings from Stage I
and Stage II training. It is
recommended that the session begin with
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members of the group writing a one-page description of what it is they
prize in their work as counselors. It is not expected that members of
the group will have a clearly formulated theory or technique. The
expectation is that each trainee will have developed a good under-
standing of how he works with people and why he does the things he
does. This last session of Stage II training provides an opportunity
for members of the group to share their learnings.
Learnings Derived from Stage II Training
During Stage I of the counseling relationship the coxinselor
helps the client to freely explore the problems in his life. The
personal qualities and skills developed during the "discovery" stage
of training help the counselor carry out this task. Stage II of the
counseling relationship is directed towards helping the client get
a more objective view of himself and his world. In other words, the
counselor helps the client understand himself in a way that lets
him
see the need for change. During the "integrations" phase
(Stage II)
of training the trainee develops techniques and skills
that can be used
in helping the client move through the Stage II phase
of the counsel-
ing process. Egan (1975) in his developmental
model, has a stage that
approximates what we have described as Stage II of
the helping rela-
tionship. He specifies the following skills
as helpful for this
stage: advanced accurate empathy, counselor
self-disclosure, confron-
tation and immediacy. By "immediacy" he
means the ability of the
counselor to deal openly and directly
with what is taking place m the
of the counseling relationship.here-and-now
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As already indicated, no specific skills are prescribed in the
ABCD model. Individual members of the group will develop some of the
skills specified by Egan. To a large extent each member of the group
will develop whatever skills he can effectively and comfortably use.
The exercises during this phase of training help group members
to become more fully functioning individuals with higher levels of the
core qualities suggested by Rogers. The presentations help training
group members increase their repertoire of helping behavior . Both
the presentations and exercises contribute to helping the student coun-
selor develop those analytical skills that are essential if he is to help
the client through the 'making sense' phase of the counseling process.
As a result of training he understands his interventions and the
meanings of these interventions
.
Learnings from Stage II training will vary from one member of
the training group to another. One trainee will learn how to
self-
disclose, another will learn how to confront the client, and
another
will emerge as a more genuine person. For each member
of the group the
skills learned will largely be determined by individual
needs.
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CHAPTER VI
STAGE III OF ABCD TRAINING MODEL: NEW HORIZONS
Introduction
We have already described the first two developmental
stages of the ABCD model. The organic nature of counselor growth
has been stressed. A few comments on the first two sections of the
model will help put Stage III training into perspective.
The focus during the first stage of training is on the
'native' helping skills of the trainee. Members of the training
group begin by discovering what they bring to the training program
and this provides a solid basis for the integration of new learnings
during the second stage of training. The process of learning does
not
end with this integration. In the ABCD model counselor
growth and
development is seen as an ongoing process that does not
end upon
completion of the training program. The goal of Stage III
training is
to help training group members develop the capacity
for future growth
and development. In the ABCD model training is
viewed as a step, albeit
an important step, in the ongoing emergence
of the counselor. Of cen-
tral concern is the future personal and
professional growth of the
counselor
.
members
sources
stage III presentations and exercises
are designed to help
of the training group develop the
strategies, stills and re
necessary for fostering future
professional growth. Unfor-
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tunately, most counselor education programs pay little attention to the
personal welfare of the counselor. This may be accounted for in part
by a concern for 'client benefits.' if the essence of helping lies
in the relationship between counselor and client then this lack of
attention to the person of the counselor would appear to be a clear
oversight.
Each year many professionals and paraprofessionals leave the
helping professions suffering from the 'burn-out syndrome.' Many
more stay to become tired, bitter and cynical people who treat clients
in a cold and detached manner. This is partly accounted for by the fact
that few, especially in the case of paraprofessionals, receive the
kind of regular supportive supervision that is a sine qua non for profes-
sional growth. Some get carried away by the 'brother's keeper' ideal
and neglect to take care of their own needs. A basic tenet of the ABCD
approach is that much of the 'burn-out' can be prevented if the helper
knows how to nurture his personal and professional growth. Stage III
presentations and exercises are designed to meet this need.
It is not suggested that the counselor be free of personal
problems. People who have struggled with their own personal issues often
make the most sensitive counselors. My view is that the counselor who
is dealing with a 'heavy' issue should take a 'vacation' from becoming
professionally involved in the problems of others.
The work of helping others who are distressed is often diffi-
cult, draining and demanding. Most counselors experience the feeling
of being 'wasted' from time to time. Again, my view is that when the
counselor finds he is 'dumping' on clients and losing his sense of hum-
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or, it is time to step back from the work for a while.
These comments on ' burn-out ' have been made because it appears
that no matter how well the counselor nurtures his personal and pro-
fessional growth there will be times when it is necessary to take a
rest from this kind of work.
The major goal for Stage III training is to help the trainee
learn ways of nurturing his personal and professional growth. The skills
developed during this phase of training can be effectively used by the
counselor during the Stage III phase of the counseling relationship.
It sometimes happens that the helping process ends at the Stage II
phase. The client identifies the behavioral origins of the problem
(Stage I) and decides on the kind of remedial action that needs to be
taken in order to get rid of the presenting problem (Stage II) . After
gaining this 'insight' and making plans for action nothing happens. The
failure of many traditional therapists to produce results largely ex-
plains the current popularity of behavior modification techniques.
Stage III of the ABCD model is the action phase for both train-
ing and counseling. Members of the training group develop self-care and
self-growth skills that can be used after the training program has been
completed. The first responsibility of the counselor during Stage III
helping is to help the client take remedial action. This usually involves
supporting the client in whatever course of action he chooses to take.
Some behaviorally oriented counselors prescribe a very specific
program
of behavior with rewards and punishments for the client.
No matter
what techniques are used by the counselor,' the emphasis
is on affirma-
tive action.
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In the ABCD model we do not see the counseling process as end-
ing with remediation. The ultimate goal of the counselor is to help
the client become a more fully functioning and self—actualized person.
Just as in Stage III training a major focus is the self-care and growth
of the counselor, so during Stage III of the counseling relationship
the self-care and growth of the client becomes a major focus. The
counselor helps the client move from a pathology-oriented view of self
to a positive view that includes an appreciation of his inner coping
resources. While the counselor is immediately concerned with helping
the client take care of his presenting problem he is ultimately con-
cerned with the client's total growth
—
physical, emotional and intellec-
tual.
Stage III Training Goals
Presentations. The goal is to provide the trainee with skills, strate-
gies and techniques for fostering his personal and professional growth.
Exercises . The goal is to help the trainee develop a greater appreci-
ation of the resources he brings to the helping process and to develop
skills for nurturing and developing these resources.
Description of Training Units
A Table of Specifications of each of the six training units is
provided on the following pages. Again, it will be noted that the
broad goals for training have been translated into a series of speci-
fic behavioral objectives. Each training unit is designed around one
of these objectives.
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Presentations « In the first of the didactic training units (Unit 1)
the trainer suggests to members of the training group some practical
ways for fostering personal and professional growth. For this pre-
sentation the trainer could elaborate on some of the ideas outlined in
the introductory section of this chapter. This presentation is designed
to provide a general introduction to subsequent presentations and exer-
cises .
In this opening presentation the trainer may want to stress
(a) the value of regular supportive supervision as a means of foster-
ing professional growth, (b) the need for the counselor to work at
resolving personal issues by such means as peer counseling and the use
of a supportive network, (c) the need for the counselor to participate
in in-service training and (d) the need for the counselor to take
care
of his intellectual and physical needs.
The second presentation (Unit 3) is designed to introduce
members of the training group to a practical technique
for resolving
personal issues and promoting emotional growth. For
this unit we sug-
gest the peer counseling techniques used in
Re-evaluation Counseling.
This approach is health-oriented and places heavy
emphasis on the inner
coping resources of the individual.
For this session the trainer could begin
by giving a brief
description of Re-evaluation Counseling
techniques. He could then,
using a volunteer from the group, give a
'live' demonstration of these
techniques. If the trainer is unfamiliar
with Re-evaluation Counseling
he might want to have a Re-evaluation
Counseling teacher make this
presentation. If this is not possible he
could choose some other self-
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growth technique, such as meditation. The goal is to provide members
of the training group with some concrete means of coping with personal
issues and promoting personal growth. The choice of technique pre-
sented will largely depend on the preferences and resources of the
trainer.
For the last presentation (Unit 5) the trainer synthesizes or
'pulls together' the entire training program. As already indicated, the
model is developmental, organic and progressive. The goal of this train-
ing unit is to help members of the training group review their learnings
within this conceptual frame of reference. The trainer may want to
review the broad goals for each stage of training and to describe the
rationale for these goals. This kind of review can help members of the
group see their emergence as counselors within a larger perspective.
Exercises . During this third stage of training experiential learning
complements didactic learning. The first of the experiential units
(Unit 2) is similar to the case method discussion that was
included
in Stage II training. It is the view of this author
that good supportive
supervision is the best means of fostering counselor
growth and develop-
ment. The goal for this unit is to help members
of the training group
develop a deep appreciation for the value of
supervision. In Chapter
V, we described the value of case-method
discussion as means of develop-
ing analytical skills. Here case-method
discussion is introduced as a
means of helping members of the training
group appreciate the value
of supervision.
It is recommended that a video-tape
of an actual counseling
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session be used for this exercise. Arrangements for the making of
such a tape could be made at the end of the second stage of training.
Again, it is recommended that the counselor on the tape be a member
of the training group. The trainer introduces the discussion by
describing some of the benefits to be derived from regular supportive
supervision. The reader is referred to Chapter V for a more detailed
discussion of case-method discussion.
The focus in the first experiential unit (Unit 2) as we have
seen, is on the professional growth of the counselor. The second exper-
iential unit (Unit 4) focuses on the personal and emotional growth of
the counselor. For this unit we have suggested a peer counseling session
with members of the group using the techniques described in Unit 3.
Again, the choice of activity selected for this unit will largely de-
pend on the preferences and resources of the trainer.
For the last of the experiential units (Unit 6) it is suggested
that members of the training group draw up a list of
objectives relat-
ing to their personal and professional growth. The
trainer then intro-
duces some simple easy-to-use methodology.
Egan (1975) recommends that counselors teach
clients a problem-
solving methodology and suggests the use of
force-field analysi^.
While I share Egan's view about the value of
teaching the client a way
of analyzing problems I view the teaching
of the counselor such a
methodology as being of even greater importance.
Force-field analysij.
provides the counselor with a useful way
of looking at problems and de-
veloping strategies to achieve objectives.
Management by objectives
also be used as a way of mapping the
steps needed to
(M.B.O.) can
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achieve some particular objective.
The goal of this last training session is to provide members
of the training group with a practical and concrete tool that could
be used to help them approach future growth objectives in a systematic
manner. Again, the trainer has wide flexibility in the choice of
methodology to be introduced.
Learnings Derived from Stage III Training
Self-care techniques learned during Stage III training can
be effectively used by the counselor to help the client through the
Stage III phase of the counseling relationship. The counselor who has
a deep appreciation of his own inner resources for coping is in a good
position to help the client get in touch with his resources. The
counselor who actively works at fostering his personal development
will help the client become a more self-actualized person. In
other
words, the growth-oriented counselor will help the client
become a
growth-oriented person.
Finally, the presentation and exercises during Stage
III train
ing help members of the training group become
more fully- functioning
persons with higher levels of the core qualities as
defined by Carl
Rogers
.
250
CHAPTER VII
EPILOGUE
There is no need in this final chapter to review in detail
the training model described in this manual . By way of summary I
will simply list a few constructs that are central to the ABCD mode
of training.
In the ABCD training mode we assume that:
—much of what we know about people and about responding to people
is learned in the 'school of experience.'
—the processing of learnings derived from autobiographical exper-
iences provides a good basis for the modification of existing
behavior and the acquisition of new helping skills.
— in order for the individual to be an effective counselor it is
necessary that he understand what it is that he is doing in the
counseling relationship, why he makes certain interventions, and
the possible consequences of these interventions.
—a major goal of training is the development of an individual who
is high functioning and well integrated.
—counselor growth and development involves the integration of
scientific data with learnings derived from the world of
imme-
diate experience.
-the counselor-trainee can best learn in an environment
that is
'safe,' trainee-centered and respectful of each
trainee's
unique approach to helping.
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—the 'becoming' counselor is the person who appreciates the
value of constantly doing things to promote his personal and
professional development.
Counseling: A Privelege and a Responsibility
Each of us have a private inner world where few are allowed
to enter. I sometimes think of this as a triangular shaped temple
with a little door for allowing special people to enter. Inside is
the world of intimate thoughts and feelings. It is holy ground.
Most counselors are allowed the privilege of entering this inner
sanctum. With this privilege goes the responsibility of behaving
in a
respectful manner. Most clients have had the experience of
people
desecrating this 'holy ground.' Our first responsibility
is to be
respectful of the client. We also need to know our
limitations. If
the individual's problems are beyond our skills
and competencies we
should seek out. more specialized help for him.
The private world of the
client is not a place for ’playing around.'
It is my hope that the
MCD model contributes to the development of the
counselor who is not
merely genuine and understanding in relating
with the client but who
also Shows a deep respect-perhaps I
should say reverence-for the pe
to him for help.son who comes
REFERENCES
Allport, G. W. Becoming . New Haven: Yale University Press, 1958.
Brammer, L. The helping relationship: process and skills . Englewood
Cliffs, N.J.: Prentice-Hall, 1973.
Brammer, L., and Shostrom, E. Therapeutic psychology . Englewood
Cliffs, N.J.: Prentice-Hall, 1968.
Carkhuff, R. R. Helping and human relations . Vol. II Practice and
research . New York: Holt, Rinehart and Winston, 1969.
Carkhuff, R. R. The development of hviman resources . New York:
Holt, Rinehart and Winston, 1971.
Carkhuff, R. R. The art of helping . Amherst, Mass.: Human Resource
Development Press, 1972.
Carkhuff, R. R. The art of problem-solving . Amherst, Mass.: Human
Resource Development Press, 1973.
Eysenck, H. J. The effects of psychotherapy: an evaluation.
Journaj^
of Consulting Psychology , 1952, 1^, 319-324.
Hackney, H. L. and Nye, S. Counseling strategies and objective^.
Englewood Cliffs, N.J.: Prentice Hall, 1973.
Ivey
,
A . Microcounseling: Innovations in interviewin<^
training.
Springfield, 111.: Thomas, 1971.
Ivey, A. Microcounseling: Interviewing skills
manual Springfield,
111.: Thomas, 1972.
Kagan
,
Kagan,
N. Influencing human interaction . East
Lansing, Mich.:
Michigan State University CCTV, 1971.
N. Can technology help us toward
reliability in
^^^^^^rua^y)
human interaction? Education Technology,
1973, 13 (Feb
44-51.
Pine, G.
Rogers
,
J and Boy, A. V. T,flarner centerad te
aching: a humanistic
view . Denver, Colo.: Love Publishing
Company.
C. R. ronnsellnq and psychotherapy
.
Boston: Houghton Mifflin
1942.
252
253
Rogers, C. R.
1951.
Client-centered therapy. Boston: Houghton Mifflin,
Rogers, C. R. The necessary and sufficient conditions of therapeutic
personality change. Journal of Consulting Psychology , 1957,
2]^, 95-103.
Wideman, J. W. Counselor growth and development. Unpublished doctoral
dissertation, Harvard University, 1970.


